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INTRODUCTION

!5>Since 1965 the Ancona Montessori School has had OEOQ support

to investigate the effects of a mnaified Montessori program for
disadvantaged children in the preschool and early elementary
years. This report deals with the academic year 1959*70;} Dur~
ing this year thirty-nine dfsadvantaged children and a compari-
son group of twenty-nine middle-class children have been the
central focus of study as they are currently atﬁending the school.
In sddition, we have continued to follow the school careers of
digsadvantaged children who stteéded Ancona at one time or another
since 1965 and are nov attending school elsewherng

Twenty-nine of the disadvantaged children who attended Ancona
this year are in the age range from three to six years and par-~
ticipated in thé anursery classes at t%e school. Ten children in
the current sample were disaCvantaged ;hildféﬂ who had completed
the Ancona nursery prograr previously and were attending the ele-
mentary school classes. For ease of presentation, this report
will be d2vided so that the first part will deal with the Eindingsf
relative to the nursery school children, Part 1T will detail
findings on the elementary school children and fonllov-up data on
children who attended Ancona in previous years but are now ele-
mentary school children in other institutions. Xn addition, data
regarding children whose families have had 1@ng—;erm involvenment
in the school”will be discussed in éart 1I.

The Ancona Montessori School is a parent~governed nursarjﬂgaé
primary school. The school serves a population of ;Eilﬂren wvho
are predominantly of middle~clasas baekgruhnéubut the :aefa} com--

gésitian of the school is quite balanced including both Negro and




white children. The disadvantaged children attending the scheol
are all Negro and most come from the neighborhood immediately
adjacent to the school. It has always been the policy of the
school to place the disadvantaged children in its regular class-
rooms with a small number of these children in each classroom.
In this fashion the diversity of most classrooms has been en-
hanced. |

The overall objectives ﬁf.the program asvnriginaliy stated
in our OEO proposal are focused in four areast

(1) Enhancement of ﬁﬁe children's intellectual grawtﬂ]
through exposure to the structure, materials and methodéh;f a
modified Montessorl classroom. fThe modified Montessori class~
rooms provide (a) opportunity for the development of attention
and independent task interest through their stress upon individ=
ual teaching and learning with self-chosen, self-correcting ma-
térials; (b) opportunity for the development of abstract con=-
cepts through the Montessorl sensory materials which provide
training in sensory discrimination, matching and seriation, and
thrgugh supplementary materials promoting the classification of
real objects; and (c) opportunity for expressive and dramati:
play.

(2) Providing continuity of educational intervEﬂtiﬁg:by early

euttance into the school, and by enabling the children to remain

in the school through the primary grades.

(3) Providing a school setting integrated by race and social
clasga;in order to (a) expose the disadvantaged children to an
atmosphere of greater task orientation and to the use of standard

English speech; (b) pravidé both social groups with the oppor=-

~tunity for contact through common endeavors; and (¢) provide the
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opportunity for interaction among the parents of the middle~class
and disadvantaged children through the extensive parent partici-
pation which Ls,partbnf the Ancona School's program,

(4) Continued involvement with the families of the disadvan~
taged childre;;}through (a) recruitment of younger siblings into
the prﬁgfam; (b) a soclal vork program aimed especially at the
‘promatién of self-help through more effective problem=solving in

the families; and (c) provision of medical services,

General Statement af,ﬁypcthgges To Be Investig;;gg

The hypotheses studied in tﬁis research project deal gener-
ally with the effects of attendance at the Montessori School
on the intelleétual developnent of disadvantaged children, the
effects on 8 cluster of school-facilitating behaviors such as
attention and task orientation, and the effects on social inter~
action patterns. 1In addition, particular interest has been pald
to tﬁé progress of children from families who have participated
in the school's program over a number of years.

More specifically, the hypotheses currently under study are
as follows:

ﬂypathesis 1: A Hantesgﬂri program will increase the basic
cognitive and behavioral skills of disadvantaged children re-
quired for educational achievement, This effect will be great-
est if started early (age three) and continued over an éxtensive
period of time,

Hypothesis la: The disadvantaged children will show increased
cognitive development, Ve especially anticipate improvement in
number concepts, visual discrimination, classificatory skills
and §sycbﬁ-ﬁatar skills which are emphasised;in the curriculum,
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Hypothesis 1b: The disadvantaged children will show in-
creased attentiveness to task demands,

) Hypothesis lc: DNisadvantaged children who continue in the
Montessori elementary school program will show higher school
achievement than those who go to publie school.

Hypothesis 2: Interaction between middle~class and disad-
vantaged children will increase as a function of experience in
the program. ;

Hypothesis 2a: There will be more cross—group soclal acts
in children with longer ;enure at the school.

Hypothesis 2b: There will be more cross~group friendships
among children with longer tenure at the school,

Hypothesis 3: Contlnuing involvement of the same families
in the program will result in "diffusion effects™ to the intel-
lectual attainments of alder and younger siblings.

Hypothesis 3a: In examining children who attended Ancona
at one time, older siblings will show school attalinment that is
better than nom=siblinmgs in public schools.

Hypothesis 3b: Younger siblings entefing the program will
show higher initial cognitive and behavioral skills.

As hypothesis lc is in regard to the elementary school chil-
dren, it will be discussed in Part II of this report. To the
extent that other hypotheses also deal with older children or
Ancona graduates, discussion of them will also be deferted.‘ In
addition, Hypothesis 3 will be discussed in Part IL.

The research rationale which led to the formulation of these
hypotheses for study has been detailed in our original reports.

Rather than repeat the rationale here, we will incorporate
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‘discussion of the relevant literature as we present the actual

findings and dlscuss them,

CBART I

THE S$TUDY OF THE NURSERY SCHOOL CHILDREN

The overall design of the study was a classic pre- and post-
test paradigm. The disadvantaged children attending the nursery
classes and a comparison group of middle-class children in the
same classrooms were tested early in the academic year and close
to the end of the year. -As can be seén fron tﬁexhypcthéses, the
primary interest was In ascertaining if change occurred on a num-
ber of characteristics of the children throughout the course of
the academic year and as a result of the preschool experience,
Since this is a long-term study, data from previous years on some
of the children are available and will be used to speak to ques-

tions of long~term change,

Thngamglg

Twenty=-nine disadvantaged children paftisipéted in the classes
of the Ancona preschool, These children were all Negro children
éoming from poor famiiies who 1ive in the neighborhood adjacent
to the school. 1In general, the families of the children meet OEOQ
guidelines for participation in Headstart‘pragfémag thus the famiw
1ies have poverty line incomes and many.are mother=only house-
holds.

Thirteen of the disadvantaged children were in attendance at
Ancona for the first time this year. A special effort was made
to recruit children from families who had children in attendance

at Ancona in previous years, Seven of the thirteen new children
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were younger siblings of children who were currently attending
Ancona or who had participated in the Headstart program in pre-
vious years. The average age of the thirteen first-year chil-
dren was thirtye-nine months as of October, 1969. There vere
seven girls and six boys in th;s group.

The sixteen other disndvanigged children attending nursery
clasases had attended Ancona in previous years, Fourteen chil-
dren were in their second year of attendance, and Ewu were
third year. This group had an average age of fifty~five months
and was composed of eighg boys and elght girls.

To the exteut that it wvas possible, every disadvantaged
child was pair~matched with a middle-class child in his own
classroom, The criteria for matching were sex, age, and prior
attendance history. The middle-class comparison pample was com=
posed of seventeen first—year students and twelve students in
their second to third year in the school. The average age for
the first-year group was forty-five months; for the second- to
third-year group it was fifty-six months. There were sixteen
glirls and thirteen boys in the middle=-class comparison group.

The comparison group was not as closely matched this year
as has been possible in previous years. In particular the first
year Headstart children are typlcally somewhat younger than the
available middle-class comparison children,

Other difficulties have arisen in regard to the Headstart
sample thils year. ﬁassive urban renewal is currently in progress
in the neighborhood where the meilies live and the school 1is
located., Consequently, a number of families have left the area.

Whenever possible, the school made avallable busing arrangements



to famllies, MNevertheless, in the first months of school, four
Headstart children did stop attending the school, Replacement
children were enrolled two to three months late, and middle-class
comparison children for these replacement children had to be se-
lected from children who had been in school since the start of
the vear. |

In addition, one child had very erratic attendance and left
the school near the end of the year. The family's whereabouts
could not be determined so the child and her contrast child were

dropped from the sample grﬁupg

Ins truments and ?rqcedu:es

Most data gathering procedures vere administered twice to
all children in the disadvantaged and middle-class comparizon
groups. Testing was carried out during the beginning of the
school year and close to the end of the sch§@1 year, Teat ad-~
ministration was done by three trained testers. The testers,
two women and one man, are all advaneed graduate students in
educational psychology«. The testers are all Caucasian., All
three testers adninistered the stanford-Binet and WPPSI tests,
One tester did all Merrill-Palmer and WISC tests. An addi-
tional trained observer was used in collecting the social inter=
action observations. I
The procedures used can be classified as to the general
type of vaxiable being me asured. Onz set of variables deala
with the intellectual or cognitive development of the chil&ren;
Another set of procedures is neasuxring certain school felatﬂd
behaviors thought to be facilitative of school success. Aqgthe:
set assesses soclal interaction variables. %

'\?’\\ ,
U=




Hem sures of intellectial «<ewelopnent

(1) rThe Stanford-Binet Intelldgence Test, Form L~M, On the
averige, children vere adnfinistered the St anfowd~Iimet afrer
Four veeks of school attendan<e for thwe firet €estimg amd after
chigty—one weeks for the setomd testimis Thus thkere was ap-
stoxinately a twentyrseyen—vetk {nterwsl betveen fiTst and sec-
ond tes tings. o '

e Stanford-Bimet was adnizistered accorddng to standard

- ?m:edmres by testexrs who wrere traiped to the wiwal standards.

L1 gtneetal, the test was given in ome seaslon of about one hour ,
peut tessting was termimated i{f the c¢hild vas tixed oT uncooperas
ives axwd vas continued at snother sesslon, i ‘

(2) Wechsler Preschoel and Trinary Scale of Intelligence
CPeSl), All sample chiliren foux years of ige and older re-
ceiered selected scales €tom vhe VEPSI. In adddtion, 4 few chil=
‘drep uwder four who seened able to xegpond wire also tegted. '
ahe WPPSI scales used verez Arithnetie, Aningl House, Mazes,
Gerogmtic Designs, and Block Designs. The licter four can be
combinesd to compute a prorated performamce £.0. Alpl chdildren
sitre te2sted individually actording to the standaxrd procedures,
Heaeing usually took place im ofe forgy~ninute session. The
PP S! was administered dvrding the sane time in tervals as the
Stamfoxd-Binet. :

(3 Mexrill-Palmer Scale of Mental Tests (M) . All sanmple
. chidiren under four years of age were given the Mearrill-Palmer,
wex®al igems in the Merril3-Palner wexe not idniowigtered, but
211 other items were., This proceduze allovs for A conputation
 @f #n 1,Q. Children were tested “indiwidyally foXlowing stand~
214 procedures. Testing usually lasted about me howul. The
Ploy xil I~Palmer was adminis gered during the sine time intervals
as the Stanford-Binet amd WPPST, Ome tester give all the
PeyxilI-Palmer tests. '

Me mgures of school~pelated behavicrs and attitudes

(19 Birch procedure fox categoriring xesponse styles to
<ognit dve task demands on the Stanford-Bimet ces®., At the tine
of 4imdpistration of the Sdanford-Bin<t Intell igence Test, &
yecord was made of the chiliwen's respomses to the items pre-
sep ted and of the tester's behavior i1 comjunction with the test
4dm ini stratione

le xtzig, Birch, et al, (3968) have deve lopped a coding systen
whe 1eby children's respois«s to che §tamford-Binet can be ex—
i ned  for such dimensions as woxk or iemtat dors, type of not=work
tew ponsSes uade, etc, This procedure ordginalky was wield in a
stwly ©f lower-class Puert- Ricarm childzen and a contrasc group
of middle-class childzem, Efhnic and socialsclass diffarences
wepr¢ foynd L{n styles of retpense and It wae hypo thesdred that
thete differences in paxt explaimed tle d1if foren £1al school sucs
teg i & f the groups undex study. Tho procedure regules in a num-
bey of pcores on vhich giolp conparisons <an be wade. With mimor
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nodifications, we folloved the llertaip procedures, categoxizing
all responscs made during the Stanford-Dinet test.

(2) Testers' ratings of attention, task behavior,.attitudes
toward testers® authority. Following each administration of the
Stanford-Binet, the examiner rated the child on a number of di-
nensions of test behavior. Ratings were made following both the
first and sccond adninistration of the tests. The dimensions:
pertain broadly to test behavior as such and to the soclial rela-
tfonship the child exhibits with the examiner,

These test ratings have been made every year in conjunction
with the Ancona Headstart research, Test ratings vere made on
f{fteen scales. The scales are designed so that end points do
not necessarily conform to optimal vs, detrimental test behavior.
End points of the scales usually refer to extremes of behavior
with optimal behaviors falling at the midpoints. Ratings in-
clude suech dinensions as Distractibility, Activity level, Speed
of Response, Persistence, Self-Confidence, and Understandability
of Speech. A copy of the rating form cam be found in Appendix A.

(3) Teachers' ratings of attention, task behavior, attitudes
toward classroom authority. Teachers wexe asked to rate the
children in the research sample on a number of dimensions at the
beginning and end of the school year. Teachers' ratings were
made at approximately the same time that the Stanford-Binet was
administered, The rating forms used by the teachers vere paral-
lel to those used by the testers. The child"'s behavior in the
classroom, rather than in the test gituation, was the object un-
der consideration. Twelve of the fifteen dimensions rated by
the testers were rated by the teachers.

‘ygasurgs_pf aaeigliinter§st}an

(1) Social Interaction Observations, The procedure used for
observing social interaction was a modification of the Maxrshall-
MeCandless (1957) Social Interaction method., A daily five-ninute
obgservation waa made of each child until a total of 100 ninutes
of observation pexr child was collected. The goal of the obser=-
vation was to record as closely as possible the child's social
{nteraction and other activity behavior, The-initials of each’
child with whom the obsexved child interacted, and instances of
teacher=child interaction were noted,

Fach record vas coded by the observer according to the follow=~
ing method: the first soclal interactiom occurring in each
ninute was coded, and 1f an act was directed to more than one
¢child, the initials of each child involved vere recorded, Thus a
naximam of 100 acts per child were coded. Categories for coding
soclal acts were!

1. Friendly interaction: assoclative play, friendly ap-
proach, Eriendly conversation, physical and verbal affection, non=
verbal attention to initiation by others (e.g., smiling, nodding
head, joining activity), imitation of others, compliance, Friendly
interaction was further coded as follows:
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a, dominative: ~child attempts to gain control of situ- -
ation either diplomatically or authoritatively, giving direc~
tions, assigning roles, commanding. o

b, integrative: 1interaction is cooperative with near
equal sharing.

II. Agsression: Aggression was coded in the following manners
~ &, physicalt -actual physical aggression or strong threat
of same (e, g., raising hand, threatening with object). _ -
b. verbal:s mname calling, threats, snubbing, withdrawal
with verbal abuse, refusal to share ox cooperate, criticizing,
blaming, demanding. - o
c. provoked: aggression is in response to another =
child's threat. , 5 o L '
d. unprovoked: aggression is initfated by the obsexrved

¢thild.

11T, Isolating Behavior: avoidance, withdrawal from activity
vithout aggressive behavior (coded only if child does not join
another group or {mmediate activity), ignoring the approach of
another child (without aggressive behavior).

1¥, Teacher=-Student Interaction: _
~ TRecorded as T if initiated by teacher. N
Recorded as § if initiated by student, Student initfated
acts were further coded as SI if student seeks instrumental as=
sigtance, and as SE if student seeks emotional support, approval
affection or comfort, 1 : : R

Social interaction observations were collected duxing the time
period from late January through March, 1970, Four observers
participated in data collection and coding. Reliabllity among
the four observers paired with all partners for at least six
simultaneous observation periods was calculated, The average
agreement between all observers on both the occurance and cate=
gory of an act was 93%. When agreement on to.whom the act was
directed was included, overall agreement vis 85%, These reli-
atilities were considered satisfactory.

Operational Statement of Hypotheses for the Study of Nursery

Sghnqj Children

Having described thelsample and inétfumgnts, it is now pos=-
sible to detail the procedures for testing the hypotheses of the
study.,

Hypothesis 1: A Montessori program will increase the basic
cognitive and behavioral skills of disadvantaged children required

foxr educational achievement. This effect will be greatest if




started early (age threg}'and continued over an extensive

period of time,

Hypothesis la: ‘the ﬂisadvantaged ch;ldren will shgw in=- ‘

creased cﬂgnitive'ﬂevelapaent. Ve especially anti:ipa;e im—.;wf”

P:avement in number cﬂnaepcs, visual diseriminatina, ﬁlassi—ﬂ/

ficatory skills and psychﬂ—mat@r skilla which axe emphasigedi‘ .

in the curriculum.

" Hypothesis 1b: The,diéadvantsged children will show in- SR

creased attentiveness to task demands.
There are a number of analyses which should shed light on

the validicy af Eypathesis 1 and its subpafts. In regard to

long-term effects, it is possible to examine the peffofnana&-éf,;,f»

children who have been in the school more than one year to see

if they merave intelleecually in relation ta'their iﬂitial s

status. The data most relevant to this point are Stanford-
Binet scores which are available at the beginning and end of
successive years in school.

The effect of this ?eaf‘s'pgrti;ipatien on the cognitive
develapmgnt of the nursery school children will be examined by
camparigg mean performance on the S;anfaré-ﬂiaet,gt the Egginﬁ

ning and end of the school year and by a similgr analysia af

-
b

the perfarmance on the WPSSI and Merrill-Palmer tests. Com=

parisons on theae tests can be made for the group as a whole B

as vell 28 for children who are in their first year af schenl
and children who have uad previous aschooling.
We are especially iﬂtefgsted in exsmining :he children's

performance on the WPPSI and Herrill-?almer testa. We :haae

"tbg HPPSI seales beeause chey sgem :a measura skills which w& ; ’g”g




‘Eelieve are emphasized'in the Montessoril :ﬁrriculum. . In céné
trast to the Stanford-Binet, the WEPSi yields standard sgcre§
on performance aspects of grovth, It is in this area that we
believe the Montessori curriculum should prove effective, Thus
we will be particularly interested in contrasting the results
on the WPPSI and Merrill-~Palmer tests With ﬁﬁase of the Stanford-
Binet. Althaugh the Herrill—?almer does not yleld separate
scale scores, the content of the test 1tems articulate fairly
well with those of the WPPSI, Thus wé;éhgse the Ketfill—?almer
for use with the young ehildren;ih the sample for whom the
WPPSI was inappropriate. |

Assessment of”ghildéén's performance in regard to school.
facilitative behaviors comes fron arﬂumbe: of sources, Test
and teacher ratings of behavior will be examined for passibler
changes from the beginning to the end of the year, In additien,
the Birch procedure will be included in this analysis,

Hypothesis 2: Interaction between middle~class and disad-
vantaged children will increase as a function of experience in
the program.

Hypothesis 2ar There will be more cross—group social acts in
children with longer tenure in the.achaﬁli

Hypothesis 2b: There will be more cross-group frtendships
among children with longer tenure in the school,

On the basis of the social interaction observations, we will
compare the nature and quantity of social iﬁteracﬁians exhibited
by the various subgroups of our sample. It will be pdssible to
compare the extent of friendly and aggressive intexactions on
the part of children in their first year of school and children

with previous school experience, by soclal class and race. In
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E&&iti@n, the obseérvation praceﬂﬁre can be coded to produce a

%best friend" score, bused on each ehild‘sEhigheat frequency of

fnteraction with another child., These best friemnd scores can

be used to assess hypothesis 2b.

" 'Results anﬁ‘Diggugsiﬁn

' Stanfﬁrdfs;ngzﬁDgﬁa

Stanferd~Binet testé have_ﬁéen administered to the chil-
dren at Ancona since the inception of thé reséareh prég:am in
the school., Llast year ve examined the performance of eleven
children who were tested Dvef a period of tvo ygara‘iséptgmbet:

1967 to June 1969) and feuﬁd'suhstantially no chﬁnge in the mean

e

Stanford=Bimet scores over the two-year period of school attemn~-

dance. Since the Stanford-Binet has only been admimistered at

‘the nursery level, we do not have further data on most of the .

3
s

- Time of Test Sept. June Sept. June

children in the group examined last year. However, fourteen
children currently in the nursery group have been tested for two
consecutive years. The mean performance on the Stanford-Binet

for this group of fourteen children over tvo years is shown in
Table 1,
Table 1
Mean Stanford-Binet I.Q. Scores at Four Time Points for

Children with Two Years of Attendance at Ancona (N = 14)

1968 1969 1969 1970

i

' Mean 86,43 94. 36 91.64 92,57

Standard Dev, 10.41 . 10.95 8.71 13,30




An analysisiof variance on these dsté results in én F fatié
wvhich 13 not significant at the usual statistical standards., As
‘was the case last year, the performance of children with more than
one year in the school does not suppeft the hypothesis of euntiﬂ—
ued intellectual accglgratian; Consistent with other findings iw
the field 1s the iniﬁial increase in I.Q. followed by a slight
decline or levelling., This paﬁéern found by us, and noted bﬁ
Bereiter (1966) and others seems to be quite general for diséd—
vantaged preschool children, 'First school attendance does lead
to some increase in inteiligenze test performance followed Ey sub=
stantially no ;hange arcdegLiﬂe to initial levels in subsequ=nt
years.

It is interesting to mote that last yeaf's group had an
infitial 1.Q. level which was considerably higher than this year's =
growp (96 vs. 86) but at the end of two years the performance of
both groups i; vir;uélly equivalent (94 vs. 93).

We believe it appropriate on the basis of these data to con-
clude that the Montessori preschool experience does not lead to
long-tern increases in cognitive dévelapmen: in disadvantaged
children when assessed by the Stanford-Binet, Initial school
attendance does contribute to an increase in Stanford-Binet per-
formance, but continuing increases are not to bé'expegted from
subseﬁueﬁt yeafs in school. As we have argued previously
(SEﬁﬂﬁlsky & Jensen, 1969), this finding may or may not portend
the academic future of the children. Change on the Stanford-Binet
fs clearly not the only aspect of the child which would prediect
ultimate school adjustment and achievement.
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We ‘have further argued that the Stanford-Binet may not be
the mos t appropriate assessmént instfumen; to use in cpnjunctinn”'”"“
with the performance of children in a Montessori program. A
number gfvmajor_thrusés ééEmIEPPEEEﬁE in the Héntéssati :urfi:u—
lum 1f one examines the materials which the ehildren uge on a :
daily basis. Stress 1s on the devglapment ef matchiﬂg and 5@:#* :#=”
ing skills, visual ﬂiscrimiaatipn ana visualﬁm@tar integfatiun;\r

eye-hand eeﬂrdinatian,‘and ‘the. develapment of number gan:epts. }_ff;‘

We posit, therefore, that scaies more ditectly relevant to such
'“péffafmgnce aspe:ts nf intelligence may shaw mare grawth iﬁ the
sample than Ehe Stanfnré—Binet. In this year's researgh we hsve
attempted to incér?grate an aégessment of such skiL;s by gd@in—_,.‘Vn
istering the Merrill-Palmer and_QPPSI scales tﬁkthe'childfeﬁ;gw
After a presentation of the stanford-Binet data féf'thiB‘YéSf'é o
sample we will turn to the evidence regarding outcomes on the
Merrill=Palmer and WPPSI scales. | |

As a general orientation to the Stanford-Binet data féf this
year, Table 2 contains the means and standard devisiions for the
total sample and the social class groups at pre—Aan& ~nost-test

times.

20

Emc* o

Aruitoxt provided by Eic:



‘r Bt T R 16 - . LAY -f ST SR
Table 2
Means and Standard Deviations for Stanford-Binet I.Q., M.A.,
and C.A. for the Lower~Class and Middle-Class Children
Attending Ancona Preschool Classes 1969-70 .
1.Q.  H.A, C.A.
Time 1 Time .2 Time 1 Time 2 Time 1 Time 2
Lower Class 90.76 94,28 44,69 51.72 48.31 54.45
(N= 29) t 9.71) (11.84) (11.04) (10,88) (10.09) (10.63)
Middle Class 116.28 122,00 58.41 68,07 50.14 56.38
(N= 29) (16.64) (17.67) (11.01) (10.63) ( 9.22) ( 9.80)
Total (N= 58) 103.52 108,14 51,55 59,90 49.22 55441
(18.65) (20,44) (12.94) (13,48) ( 9.63) (10.18)
As is apparent in Table 2, thé overall mean 1.Q, for the
Headstart sample is considerably below that for the middle-class
comparison group., 1In a two-way analysis of variance, the social
class effect on 1.Q. produces a highly significant F ratio (p
less than .01)., Change over time from pre- to post—testing is not
significant, Similarly, mental age differs significantly between
the Headstart and middle-class group, whereas chronological age
. shows no difference.

From Table 2 it {s apparent that both the lower-class and
middle=-class gfaups experienced a slight increase in I.Q. from
the beginning to the end of the school year, However, these in=-
creases do not meet the usual standards of statistical signifi%
cance., Generally we find the most apparent increases on Stanford~
Binet I.Q. in children in their first year of school, Table ¥
contains the Stanford-Binet scores of the sample children by

social class and year in the school.
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Table 3

Means and Standard Deviations for Stanford=-Bimet I.Q., M.,A.,
‘ and c A. for the Ancona Nursery Schocl Sample, by Year nf
Attendance and Soclial Class*

1.Q. M.A. Code |

Time 1 Time 2 Time 1 Time 2 Time 1 Time |

Lower-Class 88,00 95,00 36.46 . 64,23 40,39 45,77
First Year (10.11)  (10.67) € 9.19) ( 8.11) ( 6.86)  ( 6.86
Middle~Class 114,06 122,18 52.71  63.00 45,88 51.65
Firat Year (14.86) (18.55) (€ 9.37) ( 9.23) ( 8.34) ( 8.75)
Years 2 to 3 € 9.06) (13.03) € 7.31) ( 8.94)  7.33)  ( 7.40)
"Middle~Clas. 119.42 121,715 66.50 75.25 56,17 63.08
Years 2 to 3 (19.10) (17.14) € 7.70)  ( 8.25) ( 6.90)  ( 7.03)

Lower~Class First Year
Middle~Class First Year
Lower~Class Years 2 to 3
Middle~Class Years 2 to 3

for
! for
for
for

nEaE=

As expected, the children in their first year in preschool

This incerease is

do show the most gain on the Stanford=Binet,

apparent in both the Headstart and middle-class children in their
first year in the prngram;‘ A two-way analysis of variance on
these data does teéﬁlﬁ iﬁ both a significant time and social=class
effect for the first year children. Middle~class and Headstart
children in their second and third years in the program do not
experience change on the Stanford-Binet, |
The data in Table 3 lend some support to hypothesis*la, Dis~
advantaged children do impr@ve on intelligence tests aftey their

The fact that the middle-class filrst year
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children made similar gaiﬁs is contrary to our findings of la;t
yegr; Initial 1.Q. levels of the middle-~class samples from this
year and last year are virtually identical, - The reason for gains
this year is not apparent,.

Taking the data on cumulative Stanford-Binet performance
shown in Table 1 together with the data on the sanmple in the nurs=- .
ery school this year, a cautious conclusion about the effez; Ef!
preschool experience on gégnitive development séems wgrrantedg-
We have rather consiatently found an initial increase in 1.Q. for
children in their first geat af school experience: this is uni-
formly the case for disgdvantagad children and sometimes the case
for sdvsﬁtaged childten, After the first year of achool, no fur-—
ther changes in intelligence test performance have been found,
Workers in many intetvwention projects have had similar fiundings
and a number of possible explanations have been put forward. It
may well be that gaina after first school exposure are due more
to rapport and test effects (Zigler and Butterfield, 1968) than
to cognitive growth, Alternatively, change may in fact reflect
growth but the curri¢wlum is not sufficiently powerful to do more
than has been aacampliéhed in the first year of schaaliﬁg to
boost intelligence test performance, . Thus children in preschool
programs do experience galns and the gains nré maintained while
the children are atill in the program (see Grottberg, 1969). A
third possibility is that there are limitations within the :hild
himself which place & ceiling on the amount of change to be ex-,
pected in general intelligence,‘ Ihus nurture can enhance the
child's performance up to a point, but biological limits still

operate as a limit on the process,
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Regardlessnﬁf the praﬁérvexplaﬂatiﬁn afkcambiﬁatiaﬁ of
explanations fa; these data, it is séill‘VEfy clear that the
ultimate concern must lie with the child's agademie‘aehieiea
ment and eventually his functianing}ég'an adult in the society.
Furthermore, from a curricular peint of view, evaluation must
be tied closely to the processes which are emphasized in the
curriculum, The ubiquitaus‘use of general intelliggnce tesﬁs
has probably severeiy 1imit§d.§ur undersiandiﬂg-af currieular'
variations and their differential impact.

In an attempt to go%e zlg&er to a sensitive evaluation of
the Montessori curriculum, ée administered Merrill-Palmer and
WPPSI scales to the nursery children at Ancona. The former was
administered to young children (under age four) and the latter
to children age four and older, Results for children given the 8

WPPSI are presented in Table 4 for the two soclal class groups.
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Table 4

Means ond Standard Deviations of WEPSI 1.Q., and Performance Scales,

for the Ancona Nursery Sample, by Social Class (N= 47)

Terformance 1.4, _ Arithnetic
Time 1 Time 2 tL p  Tmel Time 2 t p JTime L
Lover-Class 87,67 9471 4,49 001 7,43 9,00 3,83 005 7,71
(b 21)  (0.13)  (9.74) (2.36)  (2,43) (2,49)
Hiddle- 101,27 114,31 4,66 001 10,11 1169 2,98 01 10,08
Class  (18,81) (18.59) (3.72)  (2.80) (3,70)

(N= 26) ‘
Total 95,19 105,55 5,34 001 . 8,91 10,49 4,28 001 9,02
(16,59)  (18,05) (3.63)  (2.94) (3.40)
Hazes Geometric Design

Time 1 Time 2 t p Timel Time 2 t p  Tpel
lower-Class 8,20 8,62 LAL NS, B3 9,57 L3 WS, 8.6
| (2,18)  (2,13) (2.69)  (3,31) (2,50)
Middle~ 10,00 12,23 5,20 001 9,27 11,62 3,31 005 LM
Clags (3.73)  (3.76) (3.85)  (2.83) (3.20)
Total 0,23 10,62 79 001 8,89 10,70 3.62 001 10,06
(3.22)  (3.60) (3.38)  (3.19) (3.14)

by computed using paired-comparison method,

§
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Animal House

Time 2

9,38

{1.94)

11.81

(3,70)

10,72

{3.25)

Block Resign
Tine 2

10,48
(1,83)

13,31
(3.21)

12,04
(3:05)

t Pé
3,79 00

2,40

3,56 001
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As 18 evident from Table 4, the children given the WPPSI do
shaw’cansiderabla change on this instrument in marked contrast to
their performance on the Stanford-Binet, Again we find marked
social class differences which are statistically significant, but
in this case time of testing also produces a significant effect
in a two way analysis of variance. Prorated Performance 1.Q.,
Afithmetic? Animal House, and Block Design show significant
changes for each of the social-class groups and for tﬁe combined
sample. On Geometric Design and Mazes, only the middle-class
children show a signifiaént.gain. We were particularly interested
in administering this instrument because 1f it is sensitive to the
emphases of the Hantgsagri curriculum we would expeet.ehenge on
the part of both the disadv#ntaged and middle-class children. We
believe the data in Table 4 generally indicate a systematic pro-
grgmreffect in evidence for the children.

We selected the specific scales of the WPPSI on a number of
basés. The Arithmetic scale was chosen because of the stress on
number concepts in the Montessori math curriculum and the con-
siderable number of materials available for the development of
arithmetic skills such as the various number bead exercises., It
should be noted that the Arithmetic scale is not used in calcu-
lating prorated Performance I,.Q., but rather is a subscale in the
Verbal 1.Q. on the WPPSI. Animal House is a visual matching task;
the curriculum provides many experiences in matching and sorting
for the children, Block Design is the copying of designs made
with blocks, Most items are presented with a model in front of
the child, the most difficult items are a.picﬁﬁfe of a design to
be made from blocks. Wechsler considers Block Design to be

27
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“.,.e 0 norting as well as a perceptual motor task," (WPPSI
Manual, 1967). We believed the children's experience with a
vafiety of block and puzzle games, with sorting tasks, and
with geometric insets would facilitate their performance on
Block Design. Geometric Design involves drawing geometric
figures from a model, We believed this scalc¢ would measure
the children's skills in eye~hand coordination and the use of
the pencil;, as well as drawing upon the many materials which
are geometric designs such as drawing insets, We gave the
Mazes scale in order to have enough scales to compute a per-
‘formance I.Q. and because we believed it would measure eye-
hand coordination and use of the pencil., 1In addition, we recw
ognized that Mazes does tap spatial visualization skills, an
are§ which is not neceasarily emphasized in the Montessori cur=
riculum,

Evidently the curriculum as experienced by the lower-class
children was not as effective as we hypothesized in develapingi
fine motor, use of pencil skills, as witnessed by their non=-
significant change on the Mazes and Geometric Design scales,

It may be that although these scales tap eye-hand coordination,
they go beyond that to measure such abilities as spatial visuali-
zation and directional concepts which are not vell-developed in
‘the disadvantageﬂ children., It might also be that the children
are not utilizing the particular materials available in theaé
areas, but through self-selection of activities are eancentréting
elsewvhere (See Karlson, 1970, in preparation).

It should be recalled that most of the children who received

the WPPSI were above four years of age., The Manual specifies

ca K e
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that the lower age limit should be close to four yeara; but
that bright children below this age will be testable, Iﬂlgens
eral, we only gave the WPPSI to children below four years if
they seemed comfortable in the test situation and able to per-
form. The decision was based on examiner's judgments of the
children. As noted in our description of the sample, more of
the middle-class first-year children were closer to fﬁur than
the lower-class first-yeaf children. Taking both chtonnlagin
cai age and social class into account, resulted in the fact
that many more firsteyeai middle-class children received the
WPPSI than did first—jear lowver~class children. Thus, masé‘
of the lower=class ghiléren in Table 4 are éegon& to third
year in school, whereas the middle-class group shown in Table
4L is a more even mixture of children from first through third
year in school.

0f special interest to us is whether change on the WPPSI
will be evident in ~hildren who are beyond their first year in
school. We have noted that such change is most unusual on the
Stanford-Binet, and have argued that this mayibe the case be~
cause the Binet does not articulate well with the curricular
emphases of the s;haal. If Qui éantenéign‘is correct that the
WEPSi is a closer measure of school ghjectives, change should
e evident for children beyond their first year in school, Al-

so, we are sure that the measure is valid for the children in the

ﬁldef group, whereaa some af the yuunget children may ‘show ehange
spuriuusly as the initial estimates may have been too low if the

oy Egst was in fact EO§ diffieult for them. Iahle 5 cantains the

;? 31 class and year 1n the‘ tagaam-
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Tabla 5

Means and Standard Devistions of WPPSI I.Q, and Performance Scales,
for the Ancona Nursery Sample, by Social Class, and Year in Program (N = 47)

Performance I.Q. Arithmetic Aninal House
e 1 Tme 2t p Mpel Time2 t p Tmel Tme2 t 7

10 Year 1 (e3) 82,60 98,60 6,23 <005 800 880 (76 NS, 8,00 1040 2,42 <10

Mean Age = 45,6 (8.88)  (7.40) (1,58)  (3.11) (055 (L)
10 Year 2 (N=16) 80,25 93,5 22005 7,05 9.06 3,85 <005 763 8,06 2,51 <023
Mean Age = 54.8 (8.89)  (10,26) (2,57 (2.29) (2,55)  (1.93)
MC Year 1 (Nelb) 92,86 107.64 3,75 <005 8,43  1L14 2.79 25 8,86 10,71 1.73 N5,
Mean Age = 33.4 (16,65) , (19.,78) (3.65) (2,98) (3.90)  (4.10) |
MO Year 2 (Nel2) 111,08 122,08 3,55 <005 12,08 }2,33 .32 N.S. 11,50 13,08 1,93 <10
Mean Age = 56,3 (14,01)  (14,16) (2,81)  (2.54) (3.00) (2.71)
Mazes Geomettlc Design Block Design 7

Tnel Tme2 t p Timel Tinel t p Time 1  Time 2 t P
LC Year 1 (N=5) 7,60 78.60 1,60 N.8. 6,60 8,80 1,52 N8 T.40 11,20 3,912 025
Mean Age » 45.6 (1,51)  (1,14) (2,61)  (3.42) (2.61) (1,30) |
LC Year 2 (N=16) Gh 863 .19 NS 9,00 9,81 102 WS 9,06 10,25 2,29 <03

2,00)  (2.39) (2,53)  (3.33) (2.41) (lf95)

Mean Age = 34,8 (

1 11,16 5,03 <001 8,21 10,86 3,01 <1 979 10,30 3,04 <01
) (4.06) (3.40)  (2.77) (5,17)  (3,84)

MC Year 1 (N=14) 8.
Hean Age = 53.4 (3,

MC Year 2 (N=12)  1L,58 13,50 3,62 <005 10,50 12,50 1,82 <10 12,83 14,25 2,22 <0 ;
Mean Age * 56,3 (3,29)  (3,00) (4:12)  (2,75) (2.,40)  (2,26) o
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As can be seen from Table 5, all groups show Eignifisaﬁt
change on the prorated performance 1.0, from the beginning to
the end of the school year. The disadvantaged children in
their aécand and third years of preachool change significantly
on Arithmetic, Animal House and Block Design the same result
which was obtained for the combined lower-class sampla, The
middle~class first-year group shows signiiicgnt change on all
scales with the exception of Animal House.which is neé: sig- -
nificant., The lack of change on this scale seems to be ac-
counted for by extreme yériability in the performance of the
'graup nﬁ this sorting task. The second~year m;ddle—elasé group
shows significant change on Mazes and Blacklﬂesign.' The change
féf this group on Geometric Design and Animal House approaches
significance, The older middle~class children clearly do not
experience change on the Arithmetic scale. The reason for this
mayrlie in the nature of the Arithmetic scale. Raw scores for
this group indicéte mastery of all the items which are concrete
(presented with blocks, etc.). Difficulty arises when the items
are read to the child and are word problems, -Thé Montessori ma-
terials do not really teach such skills at this level, The
younger children and lower~class children improve because their
fnitial achievement is below this cutting point in the scale.

Taken ;agether. the results shown in Table 5 seem to support
a pfﬁgram effect which is demonstrable using the WPPSI. This is
clearly the case for the disadvantaged cﬁildren iﬁ later feafs
of Pfééchaﬂl who do show ehange in some of these performance
measures while not changing on :he S;anfardﬁBine;‘ ,The middle-

Vclass fifst-yeaf ehildren seem to have shown growth on both the
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WPEST and the Stanfafd“BinEt and the middle~class older chil-
dren have shown some change on the WPPSI, but it i3 not as
dramatic as for the lower-class children,

Consldering the fact that the WPPSI is only a rough attempt

to measure the specific objectives of a Montessorl curriculum

and is certainly not tailor-made for the situation, these data

suggest the fruitfulness of further evaluation attempts along
these lines.
Research on the effects of the Montessori curriculum has

been rather limited, but a number of workers were similarly in-
terested in verbal and performance outcomes. (See Berger, 1968
as 1llustrative,) To our knowledge, the WPSSI has not been ad-
ministered in auy previéus studies, However, Bereiter (1267)
administered the ITPA and Wide Range Achievement tests to a group
of middle-class children. 1In a comparison of the Montesuori cur-
riculum and the Direct Verbal Instruction method, he found few
differences. He concluded:

The differences between groups are minute and

contrary to the expectation that the contrast=-

ing verbal and nonverbal treatments given the

two groups would be reflected positively in

ITPA subtest changes. ... It appears from the

present results that Montessorl trained chil-

dren do not do better on non=-verbal tasks per

se, but only on non-verbal tasks that have a

minimum of conceptual content,
It should be recalled tWat his gsample consisted of bright middle~
class children., It may also be the case that the ITPA does not
tap the most salient aspects of non-verbal performance developed
in the Montessgori curriculum.

Berger (1969) did an extensive comparison of Montessori and

traditionally trained pre-school disédvahtaged children, She
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hypothesized as we have that the Montessori trained children
would shov improvement in the perceptual aresa, especially
visual-analytic and visual-motor integration skills. Gener-
aily, her findings for four-and five-year olds tend to sup-
port her hypothesis. She says,
vWith respect to perceptual training trends,
the public school and community center studies
concurred, Results in each case consistently
discriminated in favor of the Montessori
trained children, in support of the hypothesis,
and at both age levels investigated, (Berger,
1969, p. 49)
0f the perceptual tests she used, fhe Montessori children
showed superior perforumance on a Block Design task, and some
groups showed supevior éerfétmanee on Mannikin (ffam,tﬁe'ﬁiSC);
and a puzzle. Of interest is her finding that the low achiev=-
ers seemed to benefit the most from the perceptual training
emphasis. Differences in favor of the Montessori trained ehil;
dren in the perceptual area were still present after two years
of schooling as evidenced by certain scales on the Ffastig Bat=
tery; In contrast to the perceptual area, cognitive tasks did
not show.a systematic trend in favor of the Montessori group.
Régults were mixed, but where differences pertained they tended
to fa#g;“thg traditional kindergarten program. Berger's find-
ings and ours tend to be consistent, On the basis of our find-

ings in the nursery sample and similar findings for-the WISC

with the older children in the elementary program (See Fart 11),

-~ we believe this line of inquiry should be followed further.

Since the WPPSI was not age-appropriate for all of the chil-

dren in the Ancona sample, the Merrill-Palmer was administered
to children younger than four years of age in an attempt to
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assess similar performance aspects of the children's growth,
The results of the admiﬂiscracian of the Merrill=-Palmer are
shown in Table 6. A total of twenty-three young children were
given the Merrill-Palmer scale, . The average age gﬁ first test=
ing‘fér the children was approximately forty months. There was
no age difference between the lower and middle-class children

who received the Merrill-Palmer.,

Table 6
Means and Standard Deviations for Merrill-Palmer I.Q., M.A,.,, and
Percentile Rank for the Young Children at
Ancona Nursery by Social Class (N=23)

I.Q. o M.A, Percentile Rank

Tinme 1 Time 2 . Time 1 Time 2 Time 1 Timekz
Lower Class  108.42 118.67 ° 44.25 54,58 69.08 81,33
(R=12) (11.84)  (1b.46) (8.80) (8.98) (18.90) (11.44)
lddle Class 129.45 134,00 51.36 61,09 86,82 94,00 .
(N=11) (22.27)  (16.28) (8.88) (7.03) (16.86) (7.48)
ytal 118. 48 126.00 47,65 57.70 77.57 87.65

(20.27) (16,92) (9.37) (8.59) (19.75) (i1.38)

As can be seen in Table 6, the Merrill-Palmer performance of
these children did show improvement from the beginning to the end
of the year. The change for the lower-class children and the

total sample is statistically significant beyond .01l. The middle—"

class young children showed some improvement, but the change 1is

. not statistieally significant, These children are the Bulk of

the first yeat group we examined in relatinn to the WPPSI where

they did exhibit significant chaﬁgei' The lack af change on the

Herrill*Palmer seems due to ceiling effg:ts in thia test. Theirmi.gxg

k' iﬂiti81 1evel ia very high and the scale dges nﬂg aeem to have'vﬁ
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enough difficult items for them to show much improvement. This
fact is supported by their post-test percentile, rank of 94 ac~
companied by a great decrease in the standard deviation at post-
test time,

We administered almost the entire Merrill-Palmer scale to the
children, eliminating the vocabulary scale, >The test does not
provide for subtest scores, but we have_exﬁmiﬁed the performance
of the children ﬂn‘variuus aspects of the test to see if some
areas showv more impfoveﬁent than others, Unfa;tﬁnateiylthe}test
does not contain any scales pertaining te-numbér”ar“arithmetié."
However, the lower-class children show most impravemént én iﬁema
which are puzzles or puééie—likg (Hare'and Foal; .Picture Puzzles
and Form Baard),vand on Matching, Peg Board, Buttoning, and Geo-
metric Designs, The transfer from the eufﬁiculum seens éppargnt
in considering thesé tests. Least improvement is apparent on
the Pink Tower, Pyramids, and Mannikin items. The first two are
both block building items and Mannikin is a body-part puzzle.

As with the WPPSI, we feel Ehg; the ngrill—?almer was tap~
ping more of the skilis which develop through the Montessori ex-
perience. The over-all level of performance of the lewer-class
children on this test is very high, but the norms are old and
therefore éautien is necessary in interpreting the absolute
figures.

11 test data whigh pertsins tn Hypethesig 1a has now been
presented and discussed. 1In aumma:y, it sgems appazent from
these data that the Hgntesscri :ufri:ulum 13 mure pawerful in

the petfarmsnge ;han verhal areas, Generally, we have fgund

" change on the s;anfazd—giﬂet in ghild:en during theif fifst year¢ >
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of attendance at Ancona. After the filrst year of schooling
change 18 not usually in evidence and continuing children
level off or show slight declines in Stanford-Binet I1.Q. after
their first year of school, Our findings on the WPPSI and
Merrill-Palmer support the contention that the Montessori cur-
riculum 18 more effective in the performance areas.. We have
seen change on these measures for children in their first year
of school and for children in subsequent years,

We would predict that a test battery which contained an
even broader spectrum of measures which tap the curricular em-.
phases would show an even clearer picture of this sort. Un=-
fortunately, we dq not know whether the performance errhasis of
the curriculum will be facilitative of school success for these
children in the long run., On the basis of the fﬁll@ﬂiﬂp data
now available to us, and the acknowledged verbal emphasis of
most later schooling, we do not anticipate much pay=-off for the
children., One then must ask whether the program in the early
years should be supplemented with a more language-oriented cnﬁ—

" ponent or if it is possible to restructure elementary level in-
struction to capitalize on the performance area strengths of
the Montessorl nursery graduates,

Having discussed the.intelle¢tual measures for the sample,
wve will néw turn to Hypothesis 1b which deals with other behav= I
iors whiéh may be facilitative of school success. Iﬁ this con=~
nection, teacher and tester ratings of behavior and the behavia:‘

analyzed using tﬁe Hertzig=Birch procedure are of interest.

Test and Teacher Ratings

In past years' feséarth at Ancona, particularly 1965-66, a

R R
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number of characteristics rated by the testers and teachers
were found to change significantly over the year for Headstart
children (Jensen and Kohlberg, 1966)., The ratings which deal
primarily with task orientation showed the most change and some
showed a correlation with intelligence test change scores. In
particular, Distractibility was found to be very high améng the
entering Headstart children and to show a noticeable decline,
particularly for children who showed an increase in I;Q. on the
Stanford-Binet.

Our findings last year (Stodolsky and Jensen, 1969) were in-
marked contrast to the previous findings at Aneuna; The most |
salient aspects of our Eindings last year were: 1) the middie—'
class comparison group and the Headstart children were highly
similar on test and teacher ratings; 2) the first-year children
were most similar; 3) ratings were generally uncorrelated with‘
performance on the Stanford-Binet; and 4) few changes occurred
on the ratings from the beginning to the end’éf the school year,

We have performed a number of analyses on test and teacher
ratings in order to assess the initial status of our group and
pa;sible changes which would occur as a result of attendance at
Ancona. 1In particular, we have compared the Headstart children
with the middie-class comparison graﬁp at bcth'tiﬁe points to
see if the groups differ, Next, we have examiﬂed_t@e grauﬁs
sepérately at Time 1 and Timg 2 to see 1£;§here isrchange over
time. 1In additien,‘wérha?é‘enfrelated'test anéitgééher faﬁingég
with each other andbwitﬁ inteliigen:é teéffpefférﬁaﬁce.

It shguld be recalled that the zesters fatings were made~in

cuﬂjuﬁetien with the administratiun nf the Stanfard Binet.. ihig,- 
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year #ll children were tested by the same examiner (oﬁe of
three) at both times so that the ratings for each child were
made by the same person at Time 1 and Time 2, Tea¢her ratings
of classroom behavior were made at approximately the same time
that the intelligence tests were administered,

The testers rated fifteén characteristics eflthe test be~
havior of the children dﬁring the administration of the Stanford~
Binet, The teachers rated twelve characteristics of ﬁhe chil-
dren with respect to the;ﬁ classroom behavior., The scales can
be categorized broadly into twaidamains* characteristics deal-
ing withxtaak orientation and charac;eris;ics dealing with seciai
relaticnships: particularly relatianships to adults. In the early
research at Ancona, the tatings dealing with task orientation
have shown the most change and have beenvcaﬁsidered most impor=-
tant in terms of facilitating intellectual change. The few

changes found last year were also on ratings in the task orien-

5

tation area.

The ratingé wvhich fall onder the general category of task
arientatianiérez Distractibility, Activity Level, Speed of
Response~-Verbal, Speed of Response~Performance, Initiative with
Materials, Selfnﬂgnfidence on Tasks, Persistence, Reaétign»ta
Failure, Sense of Intellectual Challenge, and Willingﬁéés to Céﬂ‘v

~ tinue, The scales dealing with social relatianships to the adult
are: TFear of Adult,_Sccial Initiative-ﬂdult. Qammuni:atian af
Affect, and Compliance with Adult, The Verbalisatian scale whigh
refers to understandability of speech cannot be plazed in either
of these general categories, o

Table 7 contains the means and standard deviatians far the;wq,j,j
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teaeﬁar ﬁnd tester :éﬁinés-far thé-eéﬁife inééf; %ﬁd middlah'
Elass samples and for Ehese grgups divided by yéar ef attens
.wdange.= For the total middleé and lqwe;ﬂglags gfaups at Time l,;;.
‘fsuf“géglegigaaw*gigﬁifia;ﬁt differences. Both the testers'
éndlﬁeaeﬁéts} rstings of the lawerselass éhildren on Verhalie
zation piaée thgm bélaw,;hé middleﬁglgss sgmple @nxuﬁdg:staqd— ;,;i
ability of speech. ThEhEPEEEh of the 1éwer—elé$s"saﬁ§ié ié o
ehﬁfaeterisgﬁ as adequate,‘there ﬁre e:rnrs;_bﬁt speech i5' ?f”

'atill easily understncd; . On all ather teagher ratiﬂgs there

are no Eignificant differenges between the graups at Time 1.,; 5:’:

'Ihg testers ratings yield threa ather sigﬁifigant differancest

kTesters rated the 1aw3f—claas ghildran as signifieantly mﬂre"

-distractible; the level of the rating indica;es nermal atten—;_nug{

tiveness with some tendency for the ghildfen 5 attentign Eg
wandgt;'uThe testers' ratings on Sense af Iﬂtgllg:tual Ghalf
lenge characterized the 1aw3fuglas§ éhild:éﬁ‘aé gxpéﬁﬂi#g ap-
pfapfiate levels of effort ai’pfablems; bét §§551b1y>mare com=
fﬁrﬁable with easy tasks. The last diff3§én:E ﬁt Iime 1 was on
‘the Fear of Adult scale. The Headstart children were rated as
"neither confident nor fgéfful" whereas the middle%giass chil- .
dren were "rather eaﬁfideﬂti"

When the ratings are examined by year 1np;pgram, a few mﬂfé
differences emerge. The fifsﬁayegr Hegds;aft;éhildﬁeﬂ diffet
‘from the mid&le—elass eampsfiscﬁ group on fivé'feéﬁefa‘ gatingé
and one teacher rating. Again, bcth EEEEEtE‘ and-tea:hEEE f#ﬁ:'
Vingg of these childeﬂ differ on Verb&li:atian; In additiﬁﬁi
teasters rated these children as more Disttagtible,_slnwer in REﬁ=f

so~nse to Verbal Items, 1ower on Seﬁse ef Intellectual Ghallenge;
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(but ﬁeithér group exhibits a high level of ehailenge}, and
more Expressive of Affect (but with Eelf—éaﬁtrél); -
Thesé differen:eg’at Time 1 for the first=year children
lie mostly in the area of task orientation measures and are nét'
cvervhelmingly. The entering children are mere similar to one
another on most scales than different with the clear exception

of Verbalization, a finding whichhas replicated every year in
our research, $hgi£agtathatzmasthdifféfanceé were in tester
ratings rather than teacher ratings is not easily explained.

Similarly, the Headstart children in their second and third
years in school at Time l.were rated more poorly on Verbaliza-
tion than the middle~class group by the testers and teachers.
They are also significantly different from their middle-class
counterparts on the testers' ratings of Sense ;f Intellectual
Challenge (less challenged by hard tasks), and Fear of Adult
(neither confident nor fearful versus rather confident). Other-
wise the two groups are highly similar on tester and teacher
ratings. | E

Generally, then, at the beginning of the school year the
Headstart and middle-class children were seen as highly similar
in most respects. Verbal.zation ratings are a marked exception
to this, and éuch differences have been found repeatedly in our
researgh, Teacher ratings shaw;fewér differéﬁges than tester
ratings; and f;rst—year children show more differences than the
" older children, (It should be recalled that the last year's
first-year group showed few differences betweén the social
classes and these are most of this year's older grﬂﬁp-ﬁ

¥
© Having locked at the initial status of the children as
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rcflcctcc in the ratings, thcgncxc quccticn>c£ ic£ccccf‘ic
whcthcr chccc'cccingc of the chilarcn’chcﬁgcfffcm chc ﬁcginé”c
ning to the end of the cchccl'yccr;‘aFcr thc'ccccl ccmplc, few
changes meet the usual levels of stcticcical significance. The .
ﬂlcwcf—clccs total group changcc cn thc ﬁcstcrcb Fcar cf Adult
scclc, becoming more confident, Ihc middlc—clccc total camplc
changes cn_thc.tcctcrc rating cf Pcrcictcncc, bcccming mcrc

pcrcictccc.' Otherwvise the grccp mcans frcm Timc 1 cc ‘Time 2

are quicc_cimilaf-
When the children's cctingcjcrc“ckcmincd bj;yccr'in pfcgfcc;i;f
both the lower-class and middlcaclcsc=firct§§car childccn'chccE:‘.3
no significant changes cﬁ chc fatinguscclcc.‘ Scﬁc gﬁaﬁges are
vidcct in the older childrén. The older Headstart children.
are rated ccmcwhat slowver to rccpcnd to vcrbcl itcmc at the end
of the year, and the testers' cctingc of their cpccch show
marked improvement, Teacher ratings of Vcrbcliccticc fcr this
group clcc show improvement, but the change docccccc':cach a
ctccistically significant level. Middle-class older children
change cn;thc Persistence scale in tﬁc direction of more per-
sistence, Although few chcngcc-cccur for each group in the
sample which are ctacicticclly significant, an inspection of
soclal-class differences-at Time 2 rcvcclc'mcrc differences be-
tween the groups than were extant at Time 1, Thus shifts with-
in each group have occurred so that they are less cimilaf to one
cﬁcchcc‘ct Time 2,
In regard to the firgt-year childrcc; both teachers' and
tcstcrc‘ ratings on Verbalization ccill’chcc significant social=-

" class differences; the mean ratings for both groups show
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graups nn,ghié gscale seem acceptable. Ihe;tegéhgréfﬁﬁé:aﬁter— _;
ize the Headstart children as semgwhat more expressive of af-
fe:t‘than the comparison ‘children, again the level of rating

for the groups seem within acceptable limits.

We take auf.ggneral findings cﬁ;:he fatiﬁgs to indicate a
fai:lf*high degree of similarity between the éhildfen in the
Ancona claséfgamsa Somevwhat ﬁq:e diffe:gnees by social elasé-
are g#iaent in the firstﬁyéaf Ehildfgn, especially byithe end
of the year than in the older children, D§erall,;these raéihgsﬂ
do ngt.seem to indicate much éhéﬁge iﬁ;séhéﬁl—r21ated.behaviﬁts-‘
This may be a function afitﬁe faet‘gﬁat the initial levels for
the children ggne:ally-;re within the desirable limits of the
scales. , . ! , | )

It is interesting thét bqtﬁ this year éndvlast yeaf,'tthe
were more similarities on these scales than differences. Last
year we found little relationship between the ratings and inteié
ligence test perfarmaﬁee, a finding which raised‘questiang about
the validity of the ratings as predictive of cognitive function-
ing. This year we have also attempted to exaﬁine the consist=
ency of the ratings between teéehers and testers and the;;”fela@
tiﬁnshié to the I.Q. measures. |

In regard to ratings by teachers and testers, we find some
scales do show consistency across these groups. In particular,
Verbalization ratings are quite consistent when comparing teacher
and tester judgments (r=.625 at Time 1, .579 at Time 2) and Social
Initiative with Adults also shows sigﬂificanf positive ;ereiaé |
tions at Time 1 and Time 2. There is also an indication of con-

sistency on the ratings of Sense of lﬁteilgetual Challenge, and
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'*Gnmmunication ﬁi Affect (at Time 1 nnly) 'Activity leéél éhdw

x scales the currelatinns hetween teachef and tEEtEf ratings 1av

near zero. It 1is in:eresting tha; there is mg:e agr*emgnt in

tation scales;

In our previous work we fﬁund littla relatianship between thef

ratings and Stanfard—Binet T. Q. 1evel whgn examined fur eaeh
social clasg group sgparately.3 Gurrently, we: have examiﬂgd thé 3;
gﬁrrelgtions between fatings and Stanfufd—Binet 1. Qi far aur)-
total sample. At Time-i, faur nf the fifteen testez ratings sl’ur,u.v-fj
a significant correlation with I.Q,elevel. Ihese scalés are
Distractibility, Sense of intallectual Ghallenge, Fear uf Aﬂult
and Verballization. The tea:he:s‘ atings of Verbalization and
Social Iﬂitiative witb Adults alsn show a :a:relatien with 1.Q.

At Time 2, testers' ratings of Persistence, Sense of Intel—
lectual Challenge, Compliance and Verbalizati@g show significant
correlations with I.Q. Teachers' ratings of Pé:sisEencé, Sense of
Intellectuél Challenge, Initiative with Ciassrdﬁm Héterials, Fgarv
of Adult, Social Initiative with Teaéher; Communication of Af~
fect and Verbalization all shcw significant correlations withi'
Time 2 Binet 1.Q. These results lend sone support to the eéné‘wtu
tention that at least some of these rating scales are indizatﬁrs;f
of behavinfs related ;a cognitive aehievemen;a. It is clear’ that‘
the scales. on which bn:h the teachers’ and testers afe eansistent,{

gre also the more likely to correlate with intelligenee test per-

formance. Thus we see such relationships upsrating felative to.
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Persistence, Sense of Intellectual Challenge, vgtﬁéligation,

and Social Initiative with Adults.
. Al:haugh'thete is reason to assume some validity in these -

scales, the finding of little change on them tends to suggest

‘few changes in the children on these indicators af_sehaul—:

facilitative behavinrs, To the extent that this is a valid

picture, it appears primarily ta be ‘a function of high initial

similarity among the children. In additian ‘to the ra;ings, ve

‘have examined the children's behaviprgdu:ing the administgatién,?rf

of the StaﬁfardaBiﬁet,éﬁéing'the measures of :espensivenESSWta
cognitive demands developed by-Hérﬁzig and B;f;h; We turn to
these data now to see whether we can find consistency in this

behavioral area,

'Q;:cﬁ Procedure

The Birch ﬁragedure is another set of measures whichlassesées
tack orientation in children. Last year we used a modification
of the original system developed by the University of Hawaii
Headstart Evaluation and Research Center. The main feature of
that wmodification wés that it utilized only the final resPDnse:
given by the child to each item in the Stanfnrd—ﬁinet-administté—r
tion. This year, we have abandoned the Hawaii modification, and
gone back to the original procedure dévslgéedvby Hertzig; Birch,

Thomas and Mendez (1968) with ﬁnly minor madificatigﬁs_ ‘Thisr

year"s data then are based on all the :espanses nade by the chil—

dren and not just the final respansei

The pracedure was used originally by its authars, and by us,
to categorize children's responses ta ;hE‘:gsk demands on the
Stanford=Binet test. The system of csteéﬁrigs ié'dgseribed by

+
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‘the authors as arising from the objective possibilities for re-

sponding, expreséed as ablggic_tree. Responses éfe”first gété—,,:
gorized as vwork respanseé (the child attempts to dé¥£hgbtaék),
or not-work responses. Each of these two responses is then di-
vided into verbal and nqnﬁverbal‘categgrieg@i'ﬁi:hin the work
response category, bath varbal and non-verbal :éspanées afe’dié°,'
vided into two categories: (1) delimited responses, which dg“° 
not go beyond the task, ah@ (2) responses whiéh are verbal or
non-verbal extensions of work resPﬂﬁses-(spﬁntaneaus‘éssociaﬂ' 
tions or other EKprEEsiBAE in‘aéfiaﬁ éf}apeéehi;i Within the
not-work response eatéggfy, v;thal nﬂt;ﬁéik reépanses may berexa
pressgd in fguf»ways= (1) campetenée (s%ateﬁents related to
the child's ability to do the task), (2)‘négatian“(refusal to do
the task), (3) ald (requests for help- from thg examiner)jland '
(4) verbal substitution (vafbal responses irrelevant to the Eaék).
In our use of the'éystem, within the ﬁanﬂveibal not-work cate-
gory, two types of responses are possible: 7(1) non=-verbal Sub%.
stitution (motor responses which are irrelevant to the task) and‘
(2) passivé non-response.

Within the catepgories of égépéﬁsés‘deséfibed by the Bireh

procedure, it is possible to distinguish eétgggfiesgwhigh'are re=

‘lated to task orientation and categories whi;h afe related to pre~

ference for verbal and non-verbal responses. We focused upon

these two broad areas of response types, wﬁich ﬁg:thgught.migﬁt
reflect changes in the children in the Ancona p:égrgmg We were
especiaily interested in the task afientatién ﬁeasures, as théy

provide some collaborative evidence relative to our behavioral

ratings. ) -~ B1i e



We distinguished the fallawing,Bixrﬁeasufes:baSEd ﬁn'thg
Bir;h procedure categories which wve ccnsideréd‘ta be related
to task orientation:

(1) Percentage of work responses.

(2) Percentage of verbal not-work iesyonses ﬁhi;h were ver-
bal substitutions (inﬂicétiva of lack of task @rientétioﬂs)_

(3) Percentage of verbal not=work respanges which were com-
petence stétéments;

(4) Percentage of vefbél not-work fespaﬁses‘whicﬁ were re=
quests for aid.

(5) Percentage of verbal nat—ﬁéfk responses which wvere ne-
gations (indicative of lack of - task éfiengatian).

(6) Percentage of goﬁsverbal natuwérk fespgnseé vhich were
nofi=verbal substitutions. (The:eﬂmplément of this Egtegﬁry is
passive non-response, which is at least less eleérly lacking in
task_otientatianuthan is non-verbal substitutions.)

We distinguished four measures based on the Birch procedure
categories which we considered to be indicative of preference for
verbal resonse:

S (1) Percentage of verbal items with work responses as com=
pared to non-verbal iteﬁs with work responses.

(2) Percentage of not-work responses which were verbal,

(3) Percentage of work responses with verbal extensions.

(4) Percentage of work responses with non-verbal extensions,

Our primary interest ipvexamining these Birch pracedure.
measures is to see whether the Headstart children sﬁnw imérave-
ment in task QtiEﬂEEEi?ﬂ as a fésult of the Ancona experience.

Secondarily we are interested in whethet_saeial%glass differences
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'are extant. Finally, we are interested in cump
‘.iﬁgs with thase of Hertsig et al and with aur finding
:133t yeat fnr bnth methndalngiaal and suhstantive reasans._

:the staii system (final respanses anly) with the Her zib

e are interested in. whether the sﬁcialeelass and ethnicit

Hethndﬂlng cally, ve have a reasanably gnud basis fn”;
tem ta see if sPPreciable differences gmerge‘ Substantive
Eerences £ound by Hertsig (and confaunded in theif study) can

better understood., We will turn first :a.theae 1ast eansidera— 

tions and compare our findings with those af Heftzig gﬁ;g&.uvgﬁé ji

our data from last year.

i“mgatisgﬂ.ﬂf :&erAngégafsgsulgg,;grghe Eésgl;s Reported by

gﬂgrtzig et aliv

Table 8 contains results from the Ancana 1968-69- tESE&be
results from the current year's research at Ancona, and the -
Hertzig et al. findings in relation to selected measures. derived
using the Birch procedure (mostly task orientation méésﬁres)a
The figures in Téble>3wére é§mpgted fﬂ:;the;childjeﬁ,whg,ﬁgngq
first year in sch@ai at the first testing, these children grek
most comparable to thE'ﬁﬂfking-class Puertgvﬂicaﬁ and white -
middle~class children studied by Hertzig EEa;l‘

As 1s evident in Tablg B,ylast year we found that thé Anggn§f1 
lower~ and middlé—classiéﬁilﬂxen were highly similar in_ﬁhgir'réQ{
gpanses as categorized in this way. Furthermore, we faund'cﬁf |
sample to show a much higher level of work orientation than. the
Hertzig sample and to utilize CﬂméefEnce as the priﬁsfy mcdaféf
not-vork fespaﬁse. The findings on Ehe sample 1astiyeaf wefe: 

highly gansistent with the results relative to the tegchers' and',‘

53




testers' ratings which also indicated that the fifst—feaf
children were highly similar regardless of soclal~-class mem-
bership., In contrast, Hertzig et al, found striking soclal-
class differences in their sample, but these differences vere
confounded by ethnicity., Oux data and their own analysis and
discussion, suggested that the major differences found by Hert-
elg éi.ﬁil were more likely attrxributable to ethnic factors than
to social elass, | ;

In comparing the responses of this year's fi:sﬁayeaf-chilé
dren at Ancona, ve see some consistency with last year's data
and some departures. In contrast to last year, there are some
soclal-class diffe:eﬁce;. The middle~class children give pro=
portionately more work responses than do the 1aw5f—eléss ¢hil-
dren, The middle-class children use CampetEﬁee more oftén as a
reason for not-working, and the lower-class children use Nega-
tion (refusing) more frequently than do the middle-class chil=
dren, (The difference on negation just misses the usual levels
For the statistical test,) ZLast the middle-class give signif-
1cantly more verbal not-work responses. o

The difference .on negation is‘a reversal of their finding,

th& uthe:s are in the sanme direction of thase found by Hertzig

= Ei g&. The Ancona childten do not shqw a gocial=class differ=-

ence in regard ta'Verbal Substitution whetgas such difietensesh

&

were found by Hertzig et al, Although more social-class dif-

fefences emerge this year than did last year, tEE'AﬁEﬂﬂa chilé

, dren are still strikingly more wurk—oriented thaﬁ the Hettsig

et Aal. sample' this finding holds using the same prgcedure that

?EBxBﬁEd in‘:heit study. In terms of nutawa:k taspﬂnSEB, ;he
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Table 8

Conparlson of Birch Procedure Results in the First Year Ancona Children (1968 and 1969) with Results
Reported by Hertzig, Birch, Thomas and Mendez (1968)

| fertzip et al,
Ancona Samples Sample
Signif., Signif Level
lover Lowver Middle Middle Levels for  Working Middle Social Class
Class Class Class Class Social Class (lass Class & Ethnledty

1968 1969 1968 1969 1968 1949
Hean Age(Months) 45 39,1 45 b4, 8 42 &0

Task Otrfentation Measures®

Proportion work responses  .898 ,726 890 845 ¥ 004 66 72 1001
Proportion verbal

substitution L2060 L6760 180,385 NS NG W66 28 ,001
Proportion conmpetence JJ40 149 781 384 ¥ 017 10 40 001
Proportion alid 014,120 005 160 NS NS W11 10 NS
Proportion negation 000 G254 034,071 10,009 .15 L2 ,001
Proportion non=verbal

substitution TR JA55 L300 J486 NS NS J4) Jhb .05

essure of Preference
For Terbal Respouse

Proportlon verbal not=work ,535 312 .760 751 NS 014 W38 .39 001

1 the figures for the 1968 Ancona sample, the proportions are based on final respomses only, whqreaa in .
the Hertzig et al. sample they are proportions of all responses, In the 1969 Ancona Eigures, all response:
were also coded, However, im both cases for Ancona, the measures of propertion were computed for each
child separately and then averaged, In the Hertzig et al. sample, the measures of proportion were camputec
for all responses of a group taken together,
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Eamplés are highly similar in regard to Competence aﬁd Aid and
dissiﬁiiar in reference to Verbal Substitutions and Négaticns.
The Ancona Headstart group uses Verbal Substitutions much less
than the Pgertu Rican working class group studied by Hertzig et
al, This leads to a corroboration of their interpretation that
the Verbal Substitution mechanism is primarily a product of eth=-
nic group socialization.: We do not know why the use of Negation
is more prevalent in thelr middle-class group and 1esslprev313ﬂﬁ7
in our middle=class sample,

In comparing our fin&ings last year with those of this year
we must take account of both a change in method and the fact
that we are dealing witg!a new sample, Assuming for the moment
that methodology 1is the main: factor accounting for differences,
we do see some marked shifts, First of all, by using final re=-
sponses only it seems clear that the proportion of work responses
18 somevhat overestimated: 1if a child is going to work on an
item he will do so by the time you get his last response, Never-
theless, the Ancona children do tend to work more frequently than_
would be expected on the basis of the original Hertzig et al.
stédyg The most striking alteration in the findings is in regard N
to the distribution of tvpes of not-work responses. Last year,
the overwhelming not-work response category was Competence, fol-
lowved by some Verbal Substitutions and virtually no Aid or Ne=-
gation responses. - The noticeable decline in Competence responges
in this year's data seems to be a function of methadalagy; Again,
a final not=-work response will tend to be a competence statement
after other tactics have failed..

It should be recalled that we are dealing with a nev sample

o7




this year, and that on other measures the first—year middle-'V'
“¢lass children andvﬂeadstart children appear lesﬂ similar than .

did last year's group. Thus, some of the saeialselass differ=~

ences found this year and the'laék af>same'lgsc jear are likaly

to be a function of this change in sample. 1his'iév§péarent in

this year's data on the second-~ and third—yeafrehildren; the

bulk of whom were last year 's first~year ehildren., In gampafing

the older children on these measurea, must 5ealea shaw no gagial-;g?
class differeages_ The only difference iE in :egard to Verbal |
»Substitutian {the 1ﬁwef—elass uses it more).

We believe the data we have collee;ed using this prﬁceduré>
suggests that it is 1ikely that Eagialiclass differences would
appear on most of the measures if this technique were used on a.
wider scale, There do appeaz tn be variatiuns amang the 1nwers
class hcwevet, whi:h deserve further study. Further. it seenms
clear that the ethnic znnféunﬁing in‘tha Hertzig ggigéj éample
is contributing to certain diffg;éé:es, particularly the Verbal

Substitutigns‘measure.‘d

‘Changg in the Ancgﬂa Samgle

Having compared our younger children with ﬁhe Hertsig et al.

sample, we turn now to the findings for Ehe Ancana sample as a‘

whale to examine any patterns of change whigh cceurred from Teatj_“ ﬂ;

1 ga Test 2. Table 9 shﬁws Ehe ten s:afes af ﬁask Qrientatien

.,.«—4».

d preEerenge for verbal resPDﬁse, gomputed far our lDWEtﬁclaEBfii

 and middle-class samples at each test timeg' We have already

n@ted that the Eirst-year ehildren did shcw some differen:es in o

n:eapect co task urigntaﬁien, but ;hei: uverall level nf wnrk—"jf{f

1éms quite eansistent.'



o : - 48 =~

with our data on éhe ratings. The second-year children werec
moxe similar to one another than the first-year children,
another confirmation of the rating information,

As can be seen in Table 9, when one combines the children
into total lower- and middle-class groups, a number of social-
class differences are evident on these measures in regard to
the fifét testiﬂé. On the task orientation measures, propor=
tion of work responses shows a significaﬁé difference, with ﬁhe
middle=class children giving a higher proportion of work re-
sponses. None of the other categories showv differences signif-
icant at .05, but the differences on Verbal Substitutions (lower=
class higher)f Cgméetence (middle class higher) and Aid (middle
class higher) approach significance., In regard to the measutés
of preference for verbal responses, the middle-class children
give significantly more work responses to verbal items, and more
not-vork responses which are verbal as opposed to non-verbal.

In addition, the middle-class children's tendency to ése more
vEfEal extensions is almost significantly higher than that of the
lower-class. These data seem to indicate some differences in our
samples this year, The major area of difference seems ‘to be in
preference for verbal response and secondarily in regard to task
orientation. As we noted earlier, the level of work orientation
in our sample is quite high and differences should be considered
in that light. n
V‘Having examined the initial status of the children, it is of
interest to see if their behavior changes over the year on these
measures., In the examination of ratings which tap similar fac*
tors, we found few changes in the children from thé gegigning to
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Birch Procedure Heasures in Lover-Class and Middle~Class Groups at Tuo Test Mues

N = 29

Lover=Class P Level

. Test Teat
1 2

Task Ocientation Heasures

Percentage vork 17,26 83.83
Percentage verbal

substitution

Percentage competence
Percentage ald

~Percentage negation
Percentage non-verbal

substitution 36,61 36,52

Measuras of Preference for
Verbal Response

Percentage vork to verbal

itens E
Percentage work to non=
verbal {tems 87,99 93,67
Percentage verbal mot=work 56,93 66,19
Percentape verbal

extensions
Percentage non=verbal
- extensfons

69,11 77,51

3,41 3,19

L1 58

. 60

Q
" ERIC
, .

Time 1-2
Diff, 12

012
NS
NS
N§
NS

NS

T RN

Table 9

N =29
Middle-Class P level P Level P Level
LC/MC  LC/Me
Time 12  Time 1 Time 2

Mif. Diff,  Diff,

Tegt Test

83,96 88,33 035 010 031

. 096 000
060 - 002
059 NS

R NS

069
022
020
NS

29,89 16,24
41,88 67,41
15,75 6489
6,48 9,46
059 14,43 008 80N

19,40 84,99 037 006
053
NS

NS

92,25 95.55 ;
03

12,62 80,03

5,3 4,25 NS 091

L1y .05 03 N§

6
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the end of the school year, Last year we found few cﬁanges

on the Birch procedure categories as well, Table 9 reveals
that the Headstart children do change significantly in regard
to work responses, becoming more work—oriented with the passing
of a school year. On the other task orientation measures there
are no significant changes, 1In regard to the measures reflect- f
ing preference for verbal responses, ﬁhE'IUWEf“ElﬂSS children.
change significantly in the percentage of work to verbal items
and in the percentage of work to mon-verbal items, The propor=-
tion of work responses is greater to non-~verbal items for our
entire sample. We take these simultaneous changes to refléct
greater responsiveness ;c both kinds of tasks.

The middle~class children show more change on the task orilen-
tation measures than did the Headstart group., As did the lower-
class children, middle-class youngsters increase in their pro-
portion of work responses, They also show a significadnt increase
in the use of Competence as a reason for not vworking, a decrease
in the yse of Aid, and a marked decrease in the use of noun-verbal
substitutions, From data not presented in fuil here, 1t is clear
that the increase in Competence is due to the firstﬁyeaf children
as the second-year middle-class children are high on Competence
to begin with (.614) and stay high. In the preference for verbal
response area, the middle-class children significantly increase
in the percené;ge of work responses to verbal items, their in-
crease in percentage of work to ngnaverbél iﬁems_is near signifi—
cant, and their decrease on percentage of non-verbal extensions
is significant Caltﬁgugh the frequency 1s very low on both oc~

casions). .
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At the end of the school year, more social-class differcences
are apparent in comparing total groups than was the case at Time 1,
On the task orientation mQESuras,.the middle-class children give
significantly more work responses, the lower-class make use af
Verbal éubstitutian sipniflcantly more, the middle-class use Com-
petence as a reason for not-working gignificantly more, and the
lower-class children use proportionately more Non-Verbal Substi-
tutions, These differences on. the task orientation measures would
all séem to favor the middle class. However, the proportion uf’
work responses 1is very acceptable for the lower~class sample (84%)
and this fact must he considered in interpreting the differential
distribution of types of not-work responses. The lower~class
children seem to prefer expressing not-work through the meghanisﬁ
of Verbal Substitution (irrelevant verbalizations).and their dis-
tribution of types of not-work responses is quite consistent over
the course of the year. The middle class change in theilr distri=
bution of type of not-work responses, making increasing use of
the Competence category with subsequent’ decreases in the use of
Verbal Substitution and Aid. The sharp decrease in the use of
non-verbal extensions on the part of the middle-class children
gseems to indicate their increasing tendency to deal with task de=-
mands through verbal means, -

The pattern of differences at Time 2 on the preference for
verbal.tesPﬁnée measures, is highly similar to that found at
Time 1. The only Egcialxcléss differences on these measures are
in regard to the proportion of work responses to verbal items
(the middleﬁglass respaﬁd!tc more verbal items) and in the per-

¥
centage of not-work responses which are verbal, This last
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difference 1s consistent with the decrecase in he use‘nf non=
verbal extensions secen in the middle-class children,
| G&nerall&, the Birch procedure seems to reveal both more dif-
ferences in the sample by social class, and more change in each
group with time than did the ratings. There is some indication
that the Headstart children do become more work~oriented asia
function of their experience in school, but this is also true of
the uiddle~ela§s children and therefore thelr relativé staguglrEE
mains virtually unchanged. Most éf the changes revealed in the
Birch procedure categgtiés are desirable ones, indicating greater
adaptation to the cognitive demand situation as reflected in the
Stanford-Binat test. Tge middle-class children show one pattern
of development which could not be tapped by the ratings and
which may be significant in the long run, They seem increasingly
to deal with work situations verbally, whether they are working
or not~working they talk to the examiner and only gceasiaﬁélly
communicate through actions alone, This is less the case for
the Headstart children élthaugh they are also moving in this di-
rection to some extent. |

In regard to our hypotheses regarding school fagilitative be~
haviors, there 1s some evidence of increases in desirable direc-
tions from both the ratings and Birch procedure analysis., Change
as a2 function of the school experience seems more apparent in
the Birﬁﬁ procedure analysis than it did in the ratings. It is
still the case, as last year, that the level of work orientation
and felated skills seems quite acceptable in both groups even at
the beginning of the school year., These generally high levels

nay account for the fact that change is not more apparent; ve
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are almoast dealing with celiling effects to some extent,

The arca which is still clecarly problematic for ghe lower-
class 18 verbal. Work responses to verbal items are less fre-
quent than to non-verbal dtems and they continue to utilize ngnﬁ
verbal substitutions as a mechanism for not=-vworking., These
acales seem to indicate that the lower-clasa children although
moving in tﬁis direction, have not yet accomplished the shift
to the .imost exclusive use of words in order to make their
needs and desires known to an adult. They respond well to cog-
nitive demands, working most of the time, but exhibit more
actions as a vay of not-working than do the middle-class chil-
dren, Similarly, on the ratings, the area of Verbalization
(understandabildity of speech) was the one showing greatest weak—l
ness in the Headstart group. It may be that the mild difficulcy
experienced by adults in understanding the children, leads the
children to use the verbal mode somewhat less frequently than

would otherwlse be the case.

Soetal Interaction

Having discussed the cognitive and behavioral skills of the
nursery school children, we turn now to our last major concern,
the social Interactions of the children, The Ancona §chool being
integrated both in social class and race is a unique setting in
which developing social interaction among these groups can ber
viewed, 7This year's study was a continuation of previous investi-
gation about the following hypothesis: interaction between middle=
class and disadvantaged children will increase with tenure in the

program. Both cross-group social acts and friendship choices be-

‘tween groups will show increases in children with longer tenure.
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An observational technlque was used to determine both with
whom the children vere interacting and the gross quality of the
interaction, Beginning in the fifth month of the schocl year,
daily five minute observations were made of each sample child
until a total of 100 minutes were coillected, Following the ob-
servation, the social interaction recorded in these records was
then Eadedvcn the basis of whéther it was friendly, (dominative,
integrative), aggressive (unprovoked, pfévaded, physical, verbal) ..
or isolating behavior (ignoring or withdrawing behavior without
evidence of aggressive intent. Only the first social interaction

~occurring in each minute was coded; thus the highest possible
number of acta for each child was 100, Teacher-student interace-
tion was also coded so that we might know the ratio of peer to
teacher~student acts and the dependence upon the teacher shown
by the child., The coding system is described in the methods sec-
tion of this report. (See pp. 9-10.)

On the basis of a study done by McCandless and Marshall
(1957) in which they found a moderate correlation between like
cholces on a soclometric rating and play choices in free play, it
vas decided to use observational data only and from this to com=
pute best friend choices. A best friemd was defined as that
child with ﬁham’the observed child had the most £riendl§ inter-~
actions. Because of this approach, information :anéerning dig=~
like (negative) choices from the sociometric was na? obtained.
This information last year showed that among the second=year®

middle~class children on the second test although there were more

*Throughout this report, second-year children designates those
children with longer tenure and also includes third-year children.
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positive choices of lower-class Negro children than among firgte'
year middle class, there vas also an increase in negative cho ices
of 1Qwérﬁclass Negro children. And all niddle-class children
increased in negative cholces of Negro children while amenyg Head-
Btart children this was not true. The reason for t}is conkrast
between positive end negative choices vas not clear, but as nega-
tive cholces of Negro children were not generalized to unknown
Negro children, it seemed that the inciease was reflecting both
more positive and negative choices on an individualizéd basis,
This year, in ﬂcn:entratiﬁg on obtaining an adequate record of
the interaction occurring im the classroom, the total time of
observation was increased to 100 minutes during which the ob~-
servers attempted to record as much of the child's activity as
possible, Thus for each child, these observations yield infor=-
maticn as to the number and type of social interaction in which
the child was involved and makes possible a relative comparisom
of these interactions with those of atﬁﬁrichildfen in the sane
Eéciél class and with children in another social-class grouping.
The observations show witﬁ whor a child dis interactings; thus‘s@me
judgment about who are his * t friends can be made.

Before looking at the regults, it should be noted that the
Headstart children in the sample live in the same neighborhood
near the school and can cften be seen playing together outside
school hours. Also, the second-year children this year vexe among
the first-year children of last year's sample.

An aveéview of the data shows that on the average about one
act was coded every tvo minutes, And out of a pessible tatalgéE

100 social interactions, the mean number of acts occurring for all

67




- 56 =

children was_53iég For middle=class children, the mean (59.0)

was highér than that for EeadstaftECASil). As might be expected,
Ehilﬂran with longer tenure iﬁ program (mean age in months, 55,1)
had an average of 56.6 acts as compared to first-year children
(mean ége, 41.0). who had an average of 50.5 acts im 100 minutes.
The predominant mode of interaction was friendly (87.6%Z). Ag-
gression accounted for about §.87 af the acts and dsolating be~-
havior, 3.6%Z. 1In ratios of friendly to aggressive acts, we found
the Headstart ratio to be 921 as compared to 12:1 for middle=class
children, Also, for Headstart there was a mear equal distiibutian
of physical and verbal aggressive acts while for middie class,

80% of the agpressive acts were verbal, Although not included in
later discussion of data, we found that in terms of éeﬁ differences
¢irls had a mean number of 51,5 acts ccmpa?ed with boys who had a
me an number of 55.5 acts.

The teacher—student interaction, which was also coded on the
basis of a possible one act per minute, showed that the overall
average of acts was 17,6, Headstart children had an average of
19,3 acts and middle class, 15.9 acts out of a possible total of
100, McCandless (1957), found that adult dependency measured by
nunmber of social interactions directed towards adults in free play
vas negatively related to both 5ﬂgioéétric status and observed
gsocial acceptance. We investigated as to whether children who
had a low peer interaction also had a high teacher=student inter-
action. For Headstart children, of the 17 with low peer interac-
tions (below the median), 14 of thesé children had high teacher-
gtudent interactions or 822, Anong thé‘middLEEELass children,

out of 9 with low peer interactions, 6 had high teacher-student
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iéteractian or 66%Z, Thus it seems Ehat children who interact
less with their peers also tend to have a high rate 5% interac~
tion with tﬁeir‘teaghers; this relationship Eeing masﬁ evident
among ﬁhe Headstart children. - . | ‘
Table 10 on page 58, shovs the distribution of saaiai acts
anﬁ classroom distribution relative to each group. For example,
the total Headstart group (m = 26) had in thelr surroundings |
19, 8% Headstart children, 35.17% middleézlassANegrn children and
45.0% middle-class vhite children to intevact with. And the dis-
tribution of their total acts vere 28,27% to Meadstort, 319,.4Z to
middlé Negro and 32,07 to middle white. A Chi=Square test to
Idetermine if there vas a significant difference between the dis-
tribution of social acts among the groups and their actual class-
room distribution was computed and included in the table. For
‘the example just given, this difference was signifieant at the
N0l level. |
These distribution breakdowns are shown for total Headstart
and middle class and are further broken down by tenure in program
(first-year vs second-year). For example, first-year Headstart
children (n = 12) distribute 32.67 of thelir friendly'aets to
niddle-class Negro children while first-year middle class (n = 14)
distribute 47.1% of their friendly acts to the same group., The
second=year middle class, in distribution of social acts, ap-
proaches most closely the actual classroom distribution of groups.
Ail percentages are figured from thevmean number of acts for each
category over the total number of acts for all categories, Thus
the percent of friendly acts of middle class to Headstart chil-

i

dren is based on mean number of friendly acts to Headstart divided -

69

t
'
1
i
¥




‘ a‘jg SR

Table 10

Headstart and Middle Class Percent Distribution of Social Atts

MIDDLE CLASS

HEADSTART  (26) : (25) ﬁ
o Signif, of R 4 U
- HS WY MWW diff, from B OMY MW Signif,
% Classroon o actual distrib, 7 Classtoon | | 3
distributien (19,8) (35.1) (45.0) by g test distribution (24.3) (32.8) (43.8)
oacts T acts " §acts X acts
1080 0 265 303 203 1961 55,6 M 15,6 4L5 L9
121 69 Aggt 31 35 32 102 65 At 23 35 L9
3 L1 IR 06 L6 LS 23 0.9 1M 0.3 2,7 0,8
1250 48,1 Total: 28,2 39.4 32,0 + 001 1476 59,0 Totali 18,2 47,7 34,3 001
FIRST YEAR (12) CRIRSTYER (14)
U8 W08 B 20 36 25,8 668 41,7 FILY 471 26,2
46 30 Aggr 2.3 2.8 39 0 5.0 Aggd 30 3T 0.6
22 LG Ik L1 .1 L9 17 L2 I 03 51 0.3 .
557 46,4 Total: 30,4 30,5 3L3 001 755 53,9 Tetals 15,2 55,9 29,1 001
SECOND YEAR (1) SECOND YEAR (11)
605 43,2 Fr22,3 357 23,0 673 61,2 P19, 359 3.6
Bl 5.8 Aggt %9 40 2.7 2 38 Aggt 6 N3 L2
o 0,6 I 0,2 LI Ll 6 0.5 1Bt - 0.3 07 |
695 49,6 Total: 26,4 409 32,8 001 721 65,5 Total: 20,9 39,5 39,5 01
Table 11 |
’ Headstart and liddle=Class Best Friend Cholces
SN MW BSOM N
CALL Beadstart 42,3 346 23,0 001 ALL middle class 28,0 44,0 28,0 001
First year 50,0 333 16,7 001 First yeat 28,6 50,0 21,4 NS
“Second year 35,7 35.7 28,6 001 Second yeax 17,3 36,3 3.3 W01
HS: Headstart
ANt Middle-class Negro

o MWt Middle-class white




by the total number of acts b? all middle-class children,

Results fnr Headstart

Dyerall,Kas‘32§n in Tabie-iﬂ,,rﬂeadstaft ghildrén differ: .
significantly in the distribution of their social acts to Head=
start, middle-class Negro and wvhite children and the actual
classroom diétriiGticﬁ of these groups. A higher portion of
their acts are with Headstart and middle-class Neg:@es than
with middle—glass white children. Acts to middle~class Negfues
are close to the actual classreum distributian while thase to
Headstart are higher and thaae to middle=class wvhite ehildren
are lower than actual distribution.

First- and sccond-year children do not differ significantly
(.05) in the distvribution of their acts between the groups.
Second=year children have less acts to cheif own group with the
difference going equally to middle-class ﬁegra and white children.
However, the percent aggressfon to their own group -and to middle—x
class Negro children is Eféatar in the second year while that to
middle~class white children decreased.

Best friend choices of Headstart children are shown iﬁ
Table 11, paée 58, As;descfiﬁed earlier, a best friend is that

chi1ld with whom the observed child had the greatest number of

friendly interactions. These results reflected the overall social _

interaction pattern. For Headstaft éhildren, the percent choice
of best friends among middle-class Negroes was close to the actual
classroom distribution (34,.6%Z vs 35.1%7)., However, the perceat
bast friends chosen from their own soecial ﬂlasé (Headstart) was
considerably higher than the actual classroom distributien

(42.3% vs 19,8%). Also, percent choice of best friends fronm
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middle-class white children was considerably lower than acfuél.
ciassrcam distribution of this group, (23% vs 457%), in a campari—»yi
“ Bon of Headétartfirg;—andlsgennd—yeaf-children, citildren with
1énger!tenura had a lower ﬁumber of best friend choices amgngi
Headstart children (50.0% to 35.7%) and significantly higher per=-
cent best friend choices among middle-class white children (16.77%
to 28.6%), Besé friend choices among middle~class Negro children
remained nearly the same. However, even ﬁith these ghangeé; the-
percent of best friend choices among middle-class white children
still was significantly less tgén_ﬁheif actual classroom distri-
bution (28.67%7 vs 452) and the percent best friend choices to Head-
start was significantly higher than actual classroom distribution

(35.7% vs 19,.82).

- Summary

While the overall social interaction differs only slightly .
"with tenure in program, there 1s a greater choice of best friends
by the second-year Headstart children among middle-class white
and fewer best friend choices from their own social-class group.
This shift in best friend choice is accompanied by a change in
distribution of aggressive acts., While second-year Headstart chil-
dren had more percent f:iendly acts to middle-class white, they
had less percent aggreésive acts to middle-class vhite éhan the
first-year Headstart children, Alsa; while the percent friendly
acts of second-year Headstart to their own group was less than
first year (22% vs 27%Z), the percent aggressive acts to Heaéstart
was more (3.9%Z vs 2.3%). Thus although there was not a great
shift in the number of total acts between these groups, there was

a change in the quality of these acts. As best friend cholces

13
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are based on friendly acts, these results are consistent with
the expectation that as percent best ffiend choices f%am a group
are higher ﬁith-lﬂnger tenurgi a lower percent aggression to this
Eroup Eﬁauld also be observed, This however is not t:ﬁe for éhe
middle-class Negro group. Headstart second-year children had é;
slightly higher percent best friend choice of middle-class Negro
than first-year chlldren (35.7% vs 33.3%), but at the same time
the petzeng aggression of second-year Headstart children to
middle~class Negro was considerably higher ;hanithat of firsﬁé?eaf
Headstart to middle-class Négra t4gaz vs 2.8%).

Although the social interaction data on Headstart children
did not strongly support the hypcthésis that with ;anger tenure
in program ghildren‘will ingrease their cross social group acts,
neither did it indicate that the opposite was true. Howeve., on
best friend choices children with longer tenure in program did
show a greater proportion of cross social group choilices than first-

year children,

"Relation to last Year's Data

It is questignablé as to hov comparable the absolute values
of last year's and this year's data are since different measures
were used, However, an overall look shows that while in last
Year;s data, second-year leadstart children had a significantly
greater number of acts to their own éfaup than first-year Head-
start, this was not true this year, Last year the shift between
first- and secgndﬁyear percent acts directed to Headstart was
16.5% for the first year and 39,27 for the second year. In com=-
parison this year's Headstart first-year children .had 30.4% of

thelr acts to other Headstart children while the second-year
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children ﬂitegted 26.4% éf their acts to their cwn 3bgia1ﬁélss3
group. | | ” |
Also best friend cholces for tﬁisyeat do not reflect the
differences found in last year's sociometric like choices. Last
year, second-year Headstart children had significantly higher

sociometric like cholces within their nwn_gréupyghan the first-

year Headstart children. This year, however, secohd-year chil="

dren had a lower number of best friend within group cholces than

the first-year children. In both this year and last year, the
second-year Headstart c¢children had almost the same percentage of
best friend cholces to tﬁeif RWﬁ social class (35.7% and 35.32);
However, there was a great difference between the first-year chil-
dren of last year and this year. Last year, first-year Headstart
children chose 15.9% of their like choices from their ovn social
class while this year, first-year Headstéft ghildren chose 50.0%
of their best friends from thelr own cocial ¢lass. 1In other words,
although in both this year and last year the see@ﬁdﬁyear children
look nearly the same in texms of like/best §riend choices, the
shift to higher within-group l1ike choices last year with longer
tenure and the shift this year to lower within~group best friend
choices with longer tenure are based on a large jnitial difference

between last year's and this year's first-yeax Headstart children.

Results ﬁerﬁiﬂdléf;lgﬁg

As shown in Table 10, in percent distribution of total acts
to Headstart, middle—élass Negro and white children, the middle
class differs sign%ficantly from the actual classroom distribution

with the greater proportion of total acts golng toO m%ddlaﬁglass

Negro children,
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Significant differences are also evident between first- an&:f‘:w

sacgﬁdayaar children, Those children with longer tenure in pro-
gram have a higher percent of total acts to Headstart than first
year (20.9 vs 15.2) and a hiéher percent total acts to middlg;-
class whit%ﬁﬁhan first year (39.5 vs 29.,6). ‘This shift is alsn‘
reflectgﬁﬁin a significant decrease in percent total acts to
middle-class Negraas; 39.5% as compared to 55.9% by first-year
children to middle-class Negﬁ%es_ Thus eﬁildren with longer
tenure have a greater portion of their acts to Headstart and
middle-class white children than middle-class children new to the
program, Distribution of total acts for second-year middle~class
children approaches the actual percent classroom distribution of
these groups.

Best friend choices, Table 11 for total middle~class children
reflect the same story as the social interaction daté. Middle~-
claass children overchoose middle~class Negroes and underchoose
middle-class white children as their best friends. Cholce of
best friends from Headstart and total middle-class children was
near actual percent classroom distribution, Thus while the per-
cent of total acts to Headstart was lower than the percent class-
room distribution, the percent of best friends chosen from Head~-
start was slightly higher than percent classroom distribution
(28.9%7 vs 24.3%). -

In a comparison of first- and second-yeay children, the
best friend scores also reflect the social interaction pattern,

As in social interaction, children with longer tenure in program
had a sigﬂificéntly lover number of best friend choilces among -

¥ . .
middle-class Negroes than first-year children. Although best
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friend cholces to middle-class white children increased as pex~-
cent total acts did élse, this was sti;ljless than the actual:
claséraam distribution (36,3% vs 42.8%). Thus second-year middle-
class children also wéfe overchoosing Headstart and middleécléss
Négfa éhildran, but their perceat best friend choices were nearer
actual classroom distribution of these groups than first-year
children, |

In terms of the hypothesis, the midéleﬁclass children with
longer tenure do have a higher percent distribution of cross
social group acts than the first-year childreu in the program.
Although a difference in best friend cross social group cholces
with ;enure in program was not evidert, the percent distribution
of best friend cholces among Headstart by both first- and second=
year middle~class children was higher than the actual percent

classroom distribution of Headstart children.

Relation to Last Year's Data

The results from this year and last year are similar. This
year's second~year middle class had a slightly highgr‘parcen;
total acts to Headstart children than first year (zo.gz'vs 15.2%)
which was also true the previous year. While this year's best
friend cholces do not show an increase af best ftriends across
soclial-=class lines with longer tenure as in the previous yéa:,:
they do show a consistent percent ggaice of besiL friends from

Headstart children near their actual distribution in the classroom,.

Summar

Overall, middle~class children were interacting disprnpoté

tionately more with middle-class Negfcesg However, with longer
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tenure in program there ls Ejsigﬁificant change in distributiani“
of acts with greater percent total acts both to Heaﬁﬁtart and ﬁg
middle~class wvhite children and fewer péreent acts ég middlae=
class Negroes. This was reflected also in bést friend choicas.
In an attempt to better .understand what was happening among the
first~year midﬂlasciéss children wha:weré interacting with middle-
class Negroes in a much higher proportion than their actual class=
room distribution, middle class was further broken down by.year
and race. These figures are shown in Table 12.

It ié clear that these first-yaar midd13ﬁglass Negro ¢hilw~
dren were highly active (mean number acts 65.4 as compared to
42.4 for first=year white children), and that they interacted
malnly with other middlaﬂgl§sg Nggr@rchildrén. It is interesting
that first- and second-year white children alse interacted dis~ |
proportionately more with this group. When 1aaking'ét the fivst-
yaarbmiddlesclass Negro children individually, one finds that
they are children with high total peer acts and that four out of .
peven are palred mutual friends. Huwever, the explanation for
the middle~class white childrén direating a disproportionate nunm=-
ber of acts to these children seems to be different. Only 3 out
of the 11 children have best frilend choilces withi; the middle~class
Negro group, only 1 of which is a firét—year child, Thus it seems
that although the middle~class white, children do not‘have é laxrge
percentage of their best friend choices from the middle—glass
Negro children, there 1is algregt deal of social inée:nction be-
tween these groups within the classroom. A clearer investigation
of these variances are, however, beyond the saq;e of this paper.
The group with which both middle-class and Headstart childyen
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have the 1east interaction ds that of the middle class white

children. iny the second=yray midﬂlgﬁtlass Negro children in
tﬁeir soeia; actg.gppraach the actual e¢lassroonm diEtfibEtiDﬂﬁﬂé:"‘
tge‘middlefelass white children. A partial_explanaticﬂ'13>fe¥’
fiactad in the Eéet that thesé;ﬁhildfen have the lowest mgém

- number of social acts, Gaa&man (1952), alsﬁ found that’iﬂ.&'bi;‘:
racial nursety school, white children had a 1nwer 1nv91veﬂ2ﬂt o
iﬁ soclal interaction than expected by chance. This was thaugbt
to be due to differences shown in personality ratings in which
Négra children were more gregarious, vigorous, aggressive while
white children were more socially and physically apprehcnsiwe and
fgted hig%er on emotional control, conformity, patierce and af-~
fgztiﬁﬁateness‘ No statement comcerning personality differences
can be made concerning the Ancona childten. ’

In conclusion, the aata from this year 's regsearch shows that
glthaugh there are instances of disproportionate distribution aE
séeial acts among the three groups discussed, the s§2131 interae?
tion among the children at Ancona is for the most part éiétritn;ed~
%cross class and racial groups, Children do not tend to be lso-
l@ted into groups by race oxr social class. ihe settiﬁg at Ancona
appEars to be an open and facilitating‘atéasphgre_in vhich ghil—
dfen, able te move about, vorking individuall? or in groups. havaﬁ,“ .
much opportunity for a variety of sagial egncounters, It is sug~
gested that to better understand the significance of the discri—
butian of these acts, it would bYe necessary to anestigate in ;
graater depth the individual ﬁhildren involved, TFrom this, one

might then learn more about the basis of individual ffiendship,

dislike and neutral cholces and ‘the role of these interactioms

Qi, the development of the children involved




- PART 11
LiE_STUDY OF ELEMENTARY SCHOOL CHILDREN AND STBLINGS

CHLTION FAMLLTES WITH CONTINUED LENROLLMENT

fhis ségtian is concerned with the effectiveness of the
Anéona Montessori program on the educational achievement of
children who continue their schooling into the primary prades
at Ancona. We are also interested in the possibility of dif-
fusion effects between siblings within families due to continual
enfallment;af rhildren from the same families in the program.
We have maintain:d the hypothescs of previous reporting periods
which reflect our optimism that length of participation in the
program will have positive effects for the individual child, and
that in continuing families of An: ua children, a diffusion’
effect will operate to incremse cognitive and school yaadiness

s8kills of older and younger siblings,

Hypotheses to be Investipated

The following hypotheses have been previously investigated

and discussed in the 1968~69 final report (Stodolsky and Jensen,

'1969); This previous study suggested that hypotheses concerning

the effectiveness of continued enrollmeut can be tentatively up=
held. - Diffusion effects to siblings of continuing families were
not much in evidence for a limited samﬁle of younger siblings
entering the nursery program. The younger siblings did have a
slightly higher initiale.Qg snd seemed somewhat more inhibited
than non-siblings., From a sample of Ancona gﬁildren who were
attending the publlic primary school at that time, those children
who had younger siblings attending Ancona were péffgrmingﬁﬁettar

than those who had no siblings attendiné Ancona. Simillar hypotheses

are under investigation this year; they are as follows:
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Hypothesis le: Disadvantaged children who continue in the
Montessor]l elementary programlwill nhow higher school achicve-
ment than those who go to publie échﬂmla

lypothesis 3; Continuing Involvement of t! me familiés
in the program will result in "dlffusion effects" to the intel-
lectual attainments of older and younger siblings,

Hypothesis 3a: In examining children who éttended Aucona
at one time, older siblings will show school attainment that 1s
better than non=slblings in public schools,

Hyvothesis 3b: Younger siblings entering the program w;ll

show higher initial cu; nitive and behavioral skills,

Hypothesis lc: The Sample and Measures

The sample for this investigation was obtalned by tracing
publ - sahacl fecar&s of e¢**ldren previously at Ancona and now
att=ndi: - the public schor _ and by testing the primary school
child.en remaining in the Ancc.a program,

A Children’naw attending pul:iic school, This sample can
be uivided into two pgroups:

Group T

Fifteen of the children whé attended the 1965 summer eight
veek program and then went on to publiec school are éresén;ly in
the ‘ourth grade. Of the 15 children located last year who spent
eight weeks at Ancona only three children who were put into
special ungraded status have additional test data. One child is
dececased, one parent refused to rcicase a child's public school
records, and four were n.  traceable. Because children are tested
in the third grade of public aschool-it"is possible tn assume that

the four children who were untraccable this year have no additlonal
‘ test data
EMC test } o
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Group 11

Thia group CGﬂE;inS ten children who have épEnt from one
to two years in the Ancona nursery program and now are attending
public schnals; Members of this group are currently in gfadeé
K through third., Publiec school records for thig group yieclded
Metropolitan achievement data for the three children now in the
third grade who had all spent two years in the Ancona nursery
program, On three different children who also spent two years
at Ancona and are now in the first grade we have Kuhlman-Anderson
1.Q. scores plus Metropolitan Reading Readiness test scores, The
two kindergarten children received no Standardizéd tests, and on
two ¢hi1iren who spent one year at Ancona and are novw in the first
and second grade, no new tests were administered.

For comparative purposes thun, thils sample is reduced to six
children, all of whom spent ﬁws years at Ancona; three are in the
third grade and were tested with the Metropolitan Achirvement
battery and three are in the first grade and were given the .etro-
politan Readiness and the Kuhlman-Anderson I1.Q. tests,

B. Children now attending Ancona primary classes.

Ten children até continuers in the Ancona elementary program.
The classrooms are ungraded but grade eatimstiﬁﬁ’tan be based on
the age of the child. Two of the children have been in the Ancona
program for five years, four for four years and four for three
years. These children were administered the Metropolitan Achieve-
ment battery in two forms near the end of the school year. Six
received the battery for grade one and [ our received the grade
two battery. At approximately the same time, all ten éhildrena

: : y
were administered five sub scales of the Wechsler Intelligence

Scale for Children: (1) Block Design, (2) Arithmetic, (3) Object
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Assembly, (4) Cading, and (5) Mazes. These fen children were

also rated on non-cognitive varlables on the project's teacher

rating scale of behavior at the heginning and end of the year.

Hypothesis lec: Results and Diccussion

The effeets of length of enrollmeut at Ancona will be in=-
vestigated by reporting information available from the variety
of instr ments mentioned on the groups or subsamples just de-
scribed. <Comparison of péffarmaﬂce on the instruments will be
discussed where itlis possible,

Group I: (Children who were enrolled in the 196% eight
week summer program and now attend public school,)

Previously reported Metropolitan Achlevement scores fqt this
group of children has found them to be below grade level on all
subscales., A subsample of children who have siblings continu-
ing=in the Ancena program did better than non-siblings. The cniy'
new data for this group comes from the public school records of
thrce children who were put intc speclal ungraded status by the
public school for remedial purposes., These children were giveu
the Metropolitan Achievement Battery at the end of the school

year. Their scores are shown in Table 13,




' ' ‘ Table 13

Mctropolltan Achievement Grade Equivalent Scores for
Three Children Who Vere Placed in Ungraded.
Publiec S5chool Classrooms

Word Word At
Honth Age Knldge. Disc, Read, Spell, Lang, Comp.,

Child
Child
Child

o

4170 9.7
4170 9.4
C4/70 9.9

LI L
[V, Rl
o2
L
faol
®
Lo R U

)
Pud et
]

o S

An8 » 3,03 3.36 2.6 3.7 3.26 3.3
;
The/mean scores for the entire Group I1's Metropolitan
Achicvement data when the children were tested in the third
grade (1968-=69 school ye;f) are ghown in Table 14, By sub-
tracting the original srores of the three children just
discussed and substituting thelr retest scores (19¢€¢ .--70), é

new mean can be calculated for the fifteen children. These

up-to~-date fipures are also shown in Table 14.

Table 14

Metropolitan Achievement Grade Equivalent Scores
for Children in Third Grade

Word Word Ar,

AT.
Prob.

Knldge.  Disc.  Read. spell.  Lang. Comp.

. 468=-69 Testing

(N= 15) 2.2 2.4 2.2 2.7 2.4 3.0

1968~70 Testing 7
(N= 15) 2.4 2.7 2,5 2.9 2.6 3.1

Children in Group I perform below grade level on all
scales, By adding improved retest scores for three of the
originally lowest scoring c¢h itdren, the group's mearn scores

improve but remain below grade level. As a group these
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Child
Child

Means
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children arce about one year belnw expected grade level. This
decrement 1s rather typilcal of disadvantaged el&menta%& school
children (Bloom, Davis and lless, 1965), It seems clear that
the eight-week interventilon at the preschool level does not have
long-term cffects on the children's performance,
Group II: (Children who have spent one to two years in the
Ancona nursery program and are now In public elementary school,)
Three third grade children iﬁvthis group wvere administered
the Metropolitan Achievement battery. All three had been at

Ancona for two years. Their scores are shown in Table 15,

Table 15

Metropolitan Grades Equivalent Scores For Three
Ancona Graduates Now in Third Grade

Word Word Ar.  Ar,

Age  Knldge. Dis~,  Read.  Spell. Lang. Comp. Prob.
A 8.4 1.1 2.4 1,3 1.8 3.4 3.4 -
B 8.6 2.7 2,6 3.1 3.5 2,2 3.6 -
¢ 8.10 2.3 R ' 2.6 3.1 3.5 2.3
2,0 2,4 2.3 2.6 2.9 3.5 -

The scores for this limited number of children who spent
two years at Ancona, show that the children are ganerallyéiers
forming below grade lavél except in Arithwmetic Computa.ion,
Their mean performance on the scales closely resembles the
scores of children in Group I who had only eight weeks of ex-
perirnce at nncona, Longer preschool tenure does not seem to
jnfluence the later performance of the children, with the pos=~
sible exception of arithmetic ca%putatiun- Number sk’ "s are ’

stressed in the Montessori presciool curriculum.
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Three first~pgrade c¢hildren were adrinistered the Kuhlwman-
Anderson Intelligence Test ard the Metropolitan Readlng Readl-
ness Test, These ehildren had all privieusly been in the
Ancona nursery program for two years, Thelr scores are shown
in Table 16. In addition Table 16 contains the mean perform=-

ance for six children wvho were in first grade in 1968-<69 and had

spent from one to two years in the Ancona nursery program,

Table 16

Kuhlman=Anderson I.}., and Metropolitan Reading
Readiness Scores of First Graders

Readinessa

Age M.A. I.Q. Atile
Child A 7-1 7-3 102 ) 48
Child I 6=3 6~5 i03 19
Child C 6=2 =11 112 w5
Mean
(1969=70) 105.6 40,7
N= 3
Mean
N= 6

The performance of this year's group is slightly be:ter
than last year's, but the differences are not dramatic anl the
numbers are too small to attempt further interpretation., ‘wo
of the three children in the first grade appear to be fully

ready for school work at the elementary level.
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Group 1II: (Head Start Confirucis fu the Ancona propram.)

The effects of lenpgth of tur * on .chool achicvement for
this proup will be investigater 5y prescentin, data for the jnstru-
ments given to the child and attempting t  wake further compurd=

song.

The Metropolitan Achievement Daia

The rationale behind giving this instrument to Group IIIL
children was based on an attempt to compare thelr age-grade

status with those children from the other groups now attendiﬁg

4.1

the public schools, The major difficulty is that public school
children are administered the instrument in the third pgrade,
Furthermore, the non-graded classrooms of the primary grades at
Ancona do not asslgp gra.. status to children. The director of
the school administered the test and reported that children had
difficulty in following group instructions. She attributed this
to their léck of school experience in this area, from the Mon-
tessori emphases on self-=directed activities and individualized
instruction., She also felt the tests themselves wWwere seen as
threatening by the children. Three children refused to do one
or more of the tasks demanded of them,

The results from this testing are reported in Table 17,
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Table 17

Met npolitan Achievement Grade Equivalent Scores
For Chlldren Continuing in the Ancona Primary Grades N= 10

Arithmetic
Years 1in Word Word Concepts
Age  Program Knowledge Discrimination Reading  and Skills

1.2
1.5
refused

Child A 1!
1.7
1
2.3 1,
1,
1.2

6

Child B 7
Child € 1=

7

7

b

Child D
Child i
Child F . 6e

1,3
1.3

Mumm\mj_a
MMU‘II—‘NU‘
[

1.
1o
1.
I
1,3
1,

Azithmetic

Battery I Conceptls
o Word . and Proble
Years in Yord - Discrim= Solving ani

Age  Program Knowledge  ination  Reading Spelling  Conputatios

5 1.9 2,2 1.7 ~1.0 2,7
5 ‘ 1.4 1.4 =1.0 refuse] 1.1
4 refused refused refused 1.6 2.4
4 1.7 1,7 1.7 =1.0 2,0

Child G §-4 2
Child H §-4
Child I 7=1
Child J T=b
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As 18 apparent from Table 17, the ca: ' ° in this group
are generally performing below expected grade levels, In exam-~
ining the available test data last year for three cnildren then
ir. the Ancona first grade, we were cautiously optimistic shout
the prognosis for continuing childrea. This year's data on a

irjr group of children does not support our opvimism, Most
of the ~hildren are not making satisfactory pro,vess in the
Ancona elementary program.

It may be that for some reason the test administration was
geen so negatively by the children that their scores are de~
pressed, but this in itself would be symptomatic of school ad-
justment problems. We do know that Child I was sxpérienaing a
general upset at the time of testing and woulid expect her per~
formance to be quite sdequaée on aitother occasion. This is cor-
roborated by the fact that she performed extremely well on the
WISC (I.Q. = 129). Child H, although eight yeérs old, has only
. "en placed in the elementary program for the first time this
year. He 1s a seriously disturbed boy and has made a good ad~-
justment to the elemeatary classroom.

It is probably more likely that special efforts will have
to be employed with these chlld--~ . .chievement in these areas
is desired. It is the case that som of the skills measured in
tiue Mcurropolitan are nat emphasized.iﬂ the early part of the
elementary program at Ancona. We turn éaw to the data on the
WISC which we believed to be somewhat closer o "he objectives

emphasized.

The rationale behind administering the WISC guﬁscales was

the attempt to make an evaluation of performance ou measures
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which would more elosely articulate to the Mnntessafiazurricua
lum, Thus Arithmetic was administered because of the amount of
time the children seemed to spend doing Montessori mathamatiag
activities, and Block Design and Object Assembly seemed to tap
a wide range of skills based on visual-motor integration which
is reflected in the Montessori sorting, matching, and puzzle
activities: Mazes was given to test the effectiveness of the
Montessori training in eye-hand coordination exercises with
pencils, for example inset drawing and map tracing. Coding
wac added in order to have enough scale scores Lo compute a
prorated Performance 1.Q, and because it also .eemed to utilize
eye~hand coordination skills,.

Table 18 contains the ten children's p.urated Performance

1.Q. oid test age equivalents of their subscule scores.

o
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Table 1

8

Test Age Equivalents .oy WISC Raw Scores and WISC Performance I.Q. (prorated,
On Ten Primary llead Start School Children at Ancona 1969-70

Years in Performancte  Arith- Block Object
Sex Program Age I.0. ~ ~metilc Design  Assembly Coding Mazes
F 3 6-7 111 7.2 7.6 8.10 9,2 4,10
M 4 1=5 113 6.2 7.6 13.10 6.6 7.6
¥ 4" -1 35 5.2 5.6 6.10° 6.2 4.10
i 3 7-2 94 8.6 5.6 6.10 6.6 8.2
F 3 7=5 93 6,2 6.6 4.10 9.6 6.6
T 3 6-7 100 £,2 7.6 6.2 6.6 6.6
y 5 8=4 90 7.10 10.10 8.10 6.2 7.6
M 5 8=4 1 5.2 6.6 4,10 6.6 6.2
¥ 4 7-11 29 8.6 12,10 10.10 11.2 9.10
¥ 4 T=4 114 7.1 8.10 7.10 11.2 7.10
7=5 100 6.10 7=-11 8-0 7-11 7-0




The: perlTormance of the ten disadvantapged ehfildren fn the
Ancona elementary program on the WISC doen present a somewhat
bhrighiter picture than the Hetropolitan data, The prorated Per=
formnance 7,0, for the group 4o normal and all but two children
(Ch1ld € and Chlld 1) test din the average ranpe, Interestingly,
these two chlildren are adsnter and breother, The performance of
the mroup on the subgcales lends some support teo our contention
that these scales would more accurately reflect the emphases in
the curriculum, The children perform above the standards for
thedir apge on Block Design and Object Assembly (visval=motor in=
tegration) and on Coding (eye-hand coordination), They are
aomawvhat below age normd on Mazes and Arithmetic. We are par-
ticularly puzzled by the ardthmetic performance, but belleve
the performance of the children refiects the fact that most have
basic mastery of numbers but have not dealt with "word" problems
which enter the scale in this age range.

Tecachcr Ratinps of Non-Copnitive Variables Early and
Late in the School Year - i -

The project's teacher rating form was used to assess sone
aspects of the children's behavior early and late in the progranm,

Pre- and post=test ratings are shown in Table 19.,
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Table 19

Teachers' Ratingn of Behavior of Ancona Elementary School Children

Larly and Late in the 1969-70 School Year
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Overall the ratings place the children within normal limits
on these scalecs., Mean differences in scale points from pre- and
post-ratings do not excced one scale point with the exception of
Persdstence which moves in the direction of more persistence on
hard tasks, On the Attentlon-Distractability scale the differ—
ence is .9 in the dircction of less distractablility. Other
changes, such as in Activity Level are iiSG in the desired direc-
tion.

An attempt has been made to investigate the hypothesis that
children who go on to elementary schgcl in ghe Ancona program
will have higher school achlevement than do those who go into
public school., From exanmining the available data, the WISC find-
ings seem favorable, On the performance subscales of the WISC,
Block Design, Object Assembly, and Coding, the children as a
group score four and five months above thelr expected performance
for a group of their mean age,

On the negative side 1is the low performance of the children
on the Metropolitan Achievement Battery. The other serious issue
raised in the Metropolitan testing was the testex's report of the
difficuley that the children had in following group given instruce
tions and some chiidren's refusal to participate orn some of the
subtests,

A critical question concerning the WISC data is the 1ssue of
comparability to children in public schools, and the failure of
the group to achieve their mean age equivalent on the Arithmetic
scales., ‘

Although we have attempted to examine all data available to

us, small numbers and lack of comparability have frustrated our
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efforca to some extent. We cannot be sure yet what the long-

term picture for these children will be, but we do not believe
much optimism 1s called fevr unless further ciforts are made on
thelr behalf,

Invegstipation of Diffusinn Effects te the Public School
Achicvement of Older Siblinps (llypothesis 3a)

The Gﬁrrcnt data add only a footnote to the 1968-69 study,
in whieh 1t was found that a subsample (N = 5) of older siblings
with younger siblings continuing In the Ancona program did better
on the Metropolitan Achievement battery than did a subnample
(N = 10) of children with no siblings. Because our data on Met~
ropolitan Achievement 1s dependent on publiec school a&ministras
tion of the test which usuaily occurs in the third and sixth
grade, this vear two new siblings have reached the third grade
vhere they IaﬁeiQéd the Metropolitan Achievement Battery along
vith one non-sibling. In the previous fear's sample all fifteen
children had been participants in the 1965 eight week program.

- The three children reaching third grade this year have all been
at. Ancona for two years before their entry into public school.
Their Metropolitan Achigvemant scores are shown in Table 15,

Child A, the non-sibling does cohsiderably below grade level

in word knowledge, word discrimination, reading, and spelling

while the siblings B and € do better., To some extent these new
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cases tend to conflrm the hypothesis that older siblings of con-
tinuing familles who attend the public séheal do better than non-
siblings in the public schools, However, it is well to note that
for all of the Ancona children {in public schools, the Metropoli-

tan scores are usually below the prade norms.

Study of Diffusion Effccts to the Copnitive and Behavioral

Skills of Younper Siblings (Hypothesis 3h)

Among the thirteen first-year Headstart children in the
1969-70 sample, seven were youngeyr siblings of children who were

in the program or who had been at Ancona at one time, Of these

‘seven, two children had siblings who are now in the public

primary school and six had siblings in the primary and nursery
classes at Ancona., One child has two siblings, one in public
school and one at Ancona, Table 20 contains the entering 1969
Stanford-Binet data for this group. Contrary to the hypothesis

of a diffusion effect to the,intallectual attainments of younger
siblings, the n@n—sibiing group has a higher mean 1.Q, score.

This year's sibling group is comparable to last year's (mean 86.9)

but the non-siblings are higher than last year's non-siblings.
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Table 20

ﬁinct Scares At Entrance Into the Ancona Propgram
For Younger $iblings and Non-Siblings in Scptember 1969-70

Siblings HN= 7 Non Siblinps N= 6

C.A. M.A, 1.Q. C.A. MuA. 1.Q.
Child A 3.7 3.3 89 Child A 2.1 2.7 89
Child B 3.2 3.4 102 Child B 3.1 3.6 90
Child C 3.2 2.3 71 Child C 3.2 2.11 90
Child D 3.0 2,9 89 Child D 3.8 3.8 98
Child E 2.7 1.11 14 Chiid B h,2 4,3 101
Child F 2.8 2,32 75 K Child ¥ -3.5 2,7 75
Child G 4,6 4,4 95

Means 3,31 3.20 90.50
. Means 3,31 2.80 85, 85

In keeping with our attempt to make evaluation more appro-
priate with the Montessorl Curriculum, children under four years
of age were tested with the Mcrrill-Palmer Scale of Mental Tests.
The groups of siblings and non=siblings can be compared on this
measure also., However, two children of both groups were above
the age level for receiving the test and one child refused the
test and after several attempts were made to test him with this
instrument, the child was dropped from this sample: Table 21

reports these data.
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Table 21 .

Merrill-P:dmer Mental Age, 1.Q. and Percentile Ranl
of Sibling and Non=S5ibling Entrants to the
196970 Ancona Program

S1blings N= 5
. Percentille

M.A. 1.9, _Rank
child A 36 109 80
Child B 40 105 70
Child C 37 97 45
Child D 48 103 60
Child F 47 109 15
39,6 104.6 66.00
Non Siblings N= 5 .
Child A 41 121 95
Child B 47 102 60
Child C 38 100 50
Child D 46 102 60
Child F 40 98 45
42,4 104.6 62.00

Data from the Merrill-Palmer Scale does not support the
hypothesis of a "sibling diffusion effect" for younger child-
ren of continuing families. The groups are virtually identical
in performance.

To assess the possible diffusién effects on younger sib-
1ing's non-cognitive behavior, means on the scales of examiner's
ratings were compared to the non-sibling's means on examiner's
ratings, which were made in Eﬂﬂ?uﬂctiﬂﬂ with the Stanford=Binet

given to both groups at entrance into the 1969-70 program. Table

h

22 contains these data.
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Table 21
Hean Scores on Stanford=Binet Examiner's Ratinps For Siblings and

Non Siblings Entering the 1969~70 Program
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Only four scalen ahow differences of one point or smowet
(1) The non=siblinps arc more dintractible by a difference of 1,38
which moves them slightly away from normal attentiveness (weale
point 5) toward "attracted to things external to the task, bSut
oble to return attention.” (2) The siblingo are less selfw
conflident by once~and=one~-half scalce Eaints but atill wall within
the normal range on the scale, while the non-siblings are only one
gcale Fﬂiﬂé away from being rated "quite confident." (3) S1ib~
linge scem to respond with more sensc of challenge, while the non=
siblings' mean almost rated "apparently more comfortable wilth easy
tasks." (4)In adequacy of verbalization non-siblings are ¢loser
to more casily understood and adequate speech whereas aiblings’
speech is rated more difficult to understand., On all othet rat-
ings mean difference between the two groups is usually hall a
scale point or lesa, There is nc systematic evidence in these
data that sugpests supporting the hypothesis that non~copniltive
variables as measured by our rating scales are affected by a sib-
ling diffusion effect for younger members of continuing families.
The differences wehave found, with the exception of Verbaliéa—
tién, might be interpreted as reflecting higher family expecta-
tions. Less distractibility, more intellectual challenge and con=
comittant loss of self-confidence might be a result of achievement

pressure.

Conclusion .

On the basis of these data, we do not believe a dlffunion ef-
fect is operating in regard to younger siblings' of continuing

familles at Ancona., Birth order effecte are an obvious confound-

ing factor in assessing these data.
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OVERVIEY

The reasearch on UHeadstart children at bAncona bgg;n in
1965, a period of great hope in repard to the efficacy of pre-
school intervention for improving the life chances of disadvass
taged children, Government pupport of the work is terminating
with this writving, filve years later. The aurrent mood in the
field is one of much more caution and recognition of complexi-
ties still only barely underxstoond. This smull research project
has mirrored many of the trends seen more byoadly,

It is nevertheless true that the individuals involved at
the school, the teachers, parents and childyen remain committed
to the idea of an integrated school and have decided to continue
to enroll Headstart children in the program at the risk of con-
siderable financial strain on a small private institution. This
decision reveals what the "hard" data misses: the personal and
community value placed on the program over the last five years,

Although it is possible to draw some relatively firm conclu-
sions from this research, in a real sense the value of the program
remains unknown to the researcher. On one level, without a "con-
trol"” group of similar children, the effects on the Headstart chil~
dren remain clouded. More idiosyncratically, the effects on the
individual children had they not attended the program are simply
unknowab le.

From a researcher's perspective, the "hard" data do tend to
confirm certain propositions and we will attempt to summarize
these briefly.

1, Cognitive change. Attendance at the Montessori preschool

. 3
does result in initial increases in Intellligence test performance
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asxﬂgaaured by the Stanford-Binet, Subsequent inecrcases with
Eéntiined years in the progranm are not found. For a ;uthf of
years, we investigated the effects of participation on a number
of Pigget tasks. We are convinced that the program does not af—'
fect the developmental course as reflected in those tasks, This
yesr ve attempted to come closer to an assessment of certain "per-
formance™ aspects of cognitive functioning which we belfeve more
adequately reflect the emphuses in the Montessorfi curriculum., The
data ont WPPSI, Merrill-Palmer, and WISC scales for the Ancona

sanp lo support this idea, Change on these tests (oxr above average
performance for the elementary children) 1s present in chdldren

not only aftex their first school experience, but in subsequent
years, This point needs further Llovestigation, but we tentatively
rcanejuée that the Montessord curriculum is effective in such areas
as the development of visuval-motor integration capacities, sorting
and watching skills, eye-hand coordination, and to mome degree
nunber concepts,

The data on the Stanfoxrd—=linet and other intelligence tests
taken together points to both the stremgths and weaknesses of the
currdewlun. The strengths have jusgt heen enumerated, The veak~
nesser secem to lie primarily in the verbal area. The data on in-
tellfigence tests, the rating scales, and the Birch procedure cate=
gorles all indicaté some verbal deficit on the part of the children,
a defleit which 1s not appreciably reduced by attendance at a Mon=
tessori achool,

2, School facilitative behawiors, This area has been studied

by the use of ratings and other protcduren, inecluding the llertzip-
¥
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Birch category system. The first groups attending thz Headstart
programs at the school vwere rather cxtreme on some of these
scales, notably Distractibility, and showed marked iﬁpravemené
which correlated with improvement on imtelligence tests, GCroups
studied in the last two years seemed nmore ready for school on
these scales and therefore few soclal-class differences were
found, The relatively satisfactory status of the children to be-
gin with also resulted in little change from the beginning to the
end of the school year. We cannot rxeally explain the seceming
shift in the composition af the gample over the cgursé of this
project.

3. Elementary school progress, Only a small number of chil-
dren have to date continued on into the elémentary program at An-
cona having completed the preschool experience. We believe 1t 1is
really too ecarly té Jjudge the long=-term propgress of these children,
especially relative to thelr cohort in the public schools, It is
nevertheless the case, that the data ve have collected do mot
portond well for these children, in conventional terms, The chil=-
dren do not perfornm at grade levels on the Metropolitan Achieve-
ment battery, indicating that they are not mastering tﬁa usual
first=-grade learning at the rate which is expected nationally.
Whether the timing of the clementary 'program is such that spurts
will occur later is not known, Daté on the same children on the
WISC shows normal to above average performance in regard to some
"parformance' areas of functioning. These data taken togethex
suggpest that the clementary children do have areas of strength,

2

but the elementary curriculum may not be building upon them. An
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"effort in this direction of curriculum building would seem ap-
propriate, It may be that 1f the school wishes to accomplish

the usual school learning (as reflected in the Metropolitan)

they may be able to do so by reﬁising their instructinn't§ move T
from the strengths of the children or they might consider a more
heavily linguistic program which is essentially compensatorye.

4, Di%fusign effects, Children who attended Ancona at one
time and have younger siblings still in the Bchool are achleving
in the public schools at a somewhat better level than non-
siblings, but neither group is at grade level. Again, the num-
bers of children involved here are small, but the data are con~-
éisteat, No such diffusion , effect seams‘évident in regard to
younger siblings. They do not look more ready for school or
brighter when they enter school than do non-siblings (1f any~
thing the reverse may be indicated). We cannot readily explain
this differential diffusion effect., Birth oxder is clearly a '

~confounding factor, but it mayrbg ;hsé for older children who
have alrxeady been throupgh the pfagram; the continued involvement
ié somewhat reinforecing, whereas the younger children not having
yet had a school gxpe:ience remain essentially unaffected.

5, Social interaction, Observations of children's interac-
tions at Ancona have typically been -characterized by a high 1evel
of interaction across social class and racial lines. The inte-
grated setting does in fact lead to contacts among childréﬁ re=-
gardlesa of their home background and racial i%entifieatiﬁna
Lata over the years suggests that there is some tendency for

¥ .
middle=class children to increase their interactions across racfial
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and socfal class lines with lgﬂget tenure in the p£g§§am; vhereas
lover~-class children may tend to make more contacts both positive
and negative with meﬁbers ¢t thelir own group as time passes. |On
the ba;is'af socionetric data we feel quite confident that the
children are not shifting in their cholces of friemds or inter-
aatian‘patﬁernérﬁn a stereotypic basis, but rather that pafzicuﬁl
laxr personality traits of childreu leadxta these shifts., Such

correlates have not been studied by us, but would seem a useful

area .for further investigation.

Recomnendations

1, Future research, The differential effects of the Montes-
gort curriculum on areas of cognitive functioning deserves further
attention, DBetter, and more extemsive, assessments of the perfor-
mance and linguistic areas seems called for, as does an inquiry
into the vork styles developed by children under such a regimen.
Experimentation with elementary school programs which artiaulste
well with the children's strengths and weaknesses at the termina-
tion of a Montessoril preschool program is badly needed. It raises
the question as to whether a heavy performance enphasis can be
used to teach traditional early academic skills.

More ;eseaféh is needed in the area of social attitudes and
interaction among children of diverée backgrounds, Specific fac=-
tors which lead to continuing PDBiEiVEliﬁteraétiQﬂ across groups
ghould be isolated, and the role of the schaol;and teachers in
this process should be investigated. ,

2, Efforts specifically at Ancoma, We believe the time is

ripe for the staff to turn to a curriculum development project
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based on what we héve learned and a consideration of the éduca»
tional objectives wﬁieh they bhelieve to be worthy, éfeater ef~
fort can certainly’ge placed on attempts at individualizing in- -
struction in the elementary program on the basis of différentiai
readiness of the children.

The decision of the 5¢haal to maintain the Headstart program
is alsaund one both educationally and socially., It is an oppor~
tunity to .continue a positive relationship with the surrounding
community, to give the children from all groups needed exposure
to one another, and an intellectual challenge to the school and

its staff.
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Ancona School Headstart Program Ratings of Behavior
During Individual Intelligence Testing

ABOBDIY 4

Name N _ Date .
Distractibility

b ! 3 4 5
Corpletely Interested. & ‘Normal attentive-

attentive, With -
little attertion

absorbed by
tasi. waintains
interest through~  to things exrotnal )
out, remains to the test /
oriented to [ \ /
between Lbems : w

Actlvity Level

1 ! 3 b
fiyperactive; Quite active, but
activity out- - with control of
6{=baunds ovn agtivity

fpeed of Response - Verbal Items

i

1 ! 3 4
fesponds very - No hesitation in
rapldly to responding

instruetions

Speed of Response - Perfornance Items

Responds very Yo hesitation in
rapidly to rospanding

{nstructions

L ness,

Tasks

elicit sufficient
actention, though
attention may occas
sionally wander
betveen items

5
Fairly active,
but able to sit
quietly for the
testing

5

Sone deliberation,

Stanford-Binet Form

6

b

[xaniner

7 8 9
Attracted by Difficult to get
things external and Leld attention
to the test, but |
can return to Lask,

1 child tries to

nalntain attention,
it is with some
effort |

] § 9
Rather sedentary, Depressed or very
slov: or somewhat congtricted
constricted in (Circle which)

action (Circle
which)

! 8 9
Usually slow to Slow Lo respond;

but responscs not respond urging needed
gencrally slow
; | ! ; 9

Sone deliberation,
but responses not
generally slow

Slow to tespond,
urging needed

Usually slow to
respond




Tnitiazive ln Dealing vith Test Materials

L
Tmpulsively

handles moterials,
beging own tasks

3

3
May begin to
handie materials,
may feel he knovs
ghat to do

Self«Confidence on Tasks

1 2
Qver-confident;
docs not
tecopnise owil
linitations

Topgistence

l 2
Can't give up,
even altet much
ef[ort

Reaction to Tailure

0
Ipaores failure;
success of
failuce not an

3
Quite confident
in own ability.
Angwers asset-
tively

3
Very persistent;
difficult tasks
lead to redoubled
effort

1
Avare of failure,
but shovs no
digeonfort, and
does not need
Teassurance

S

Waits for instruce

tions, but eager
to begin

-

5
Reulistically
self~confident,
May show tecogs
nition of own
linitations;
vesponds hatter=
of«factly

5
Some persistence;
doesn't glve up
without trying

3 #

Some discomfort
at fallure can be
seen, but confie
dence casily
regtored

! §
Responds to
ingtructions,
but does rot
initiate activity;
is not "set" to
bepin until
instructions piven

] §
Some distrust of
oun ability,
hesitancy

7 8
Tendency to glve
up after first
attempt unsuccess=
ful

) b
Disconcerted by
faflure, needs
frequent
reassurance

gi
Urging needed to
respond :

9
Distrusts oun
ability, llesitant
in vesponse ;- may
CXpress concern
about adequacy of
responses

9
Gives up casily,
when ansver does

rot comt alopst
inmediately

7
Withdrawing, hostile

- ot denylng

(Circle which)

17




Sense of Tntelltecual Challenne

1 2 3
Tavd tasks llard tasks are
cliclt greater net with special
Coverest and 4 effort
sense of

chailenge

illingness to Goneindg with Test

: | J 3
Loper 1o Maintains active
conbine interast
Pear ol Adult
1 2 3

o shyness; Racher confident
quite sell=

asaured

tocial Tndtiavive wich Adult

] / 3
Attemats to Often initiates
dominate the ‘
situdiion

Communication of Affact

| ; 3

Aiost o Lxprussos alfect

innibition of frecly, but with
alfocrive self-control
expressiin

“soclal interchange

4

5
Effort expended
on problen is
appropriate to level
of difficulty, bug
there 1s no sense
of challenge

£

J
Ni1d interest in
taska; continues
Lo try

g
Neither confident
not fearful

5
Respongive, but
usually does not
initiate social

. interchange

5
Oceasional ex-
pression of
allect

b

6

b

7 g
Apparently more
comfortable with
easy tasks

7 B
Loses interest
in tasks, but
continues to

comply

1 §
Rather timid

1 §
Rather passive

1 §

Tends to inbibit
affect, or rather
flat (Cirele which)

§

9
Profers only casy
tasks

9
Actively sooks
termination

g
Palnlully shy,
constricted

;
Never tales
tnitlative;
responses minjmyl

0
Very {lat; no
eiotional
expression
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Complianee Rh Adult

L 2 3 b 3 b ] § 9
Extvenmcly Tends to ignore Yakes own noods - fomewhat utwilling Actively nepativ- )
sengitive to own needs; racher  known, but quite b conply istic
aduit's wishes; anxious to comply willing to comply
congtantly looks | '
totadult for :
aernisslon Lo
act
ferhalization |

1 2 3 4 5 6 ] § f
Specch porfectly Occasional errors Spoceh adequace; Speoch sonccimes ' Speceh very dhfficult
elear and within penerally there are ¢vrors, diffieult to to understand
anderstandable good spoech but upeech ia still underaband, This -

easily understood way be true
espechally when

speaking rapidly

Deseriprive comments (3 seatence of two, vith examples {( possible):
Articulation:

Slrugture:

Vocpbulavy:

2




‘ APPENDIX B
Report on Social Work Propram

by Lila Gordon

The social work program cc;eted a wide range of services
which were begun, as in previous years, on an attempted group
basis., The assistant director of the school, a trained worker,
set up weekly parent mectings which {included active profes-
sional and lay community people from programs and angenciles at-
tempting to meet neceds applicable to Ancona parents, e.g., the
principal of the neighborhood public school to whinmgmﬂst of
the children will eventually transfer. However, the meetings
vere poorly attended despite individual contact with the fami-
lies to encourage their participation, The one successful ex-
ception was an overflow group of both Ancona and non-Ancona
neighborhood residents who came to hear a Department of Urban
Renewal representative speak to the current efforts to help poor

people purchase homes. However, follow-up to this meeting by the

. soeclal worker with three individuals who were thus motivated re=-

sulted only in frustrating efforts by worker and Elienté to tra-
vérsé bureaucratic and political obstacle coursea. Although the
Ancona group work program was of dubilous value, it was clear that
the parents were active still in groups of their own chcesing:
National Welfare Rights Organization, Operation Breadbasket, the
liyde Park Community Conference, the local park:breakfast program,
The director of the school, also a trained social worker,
had been adninistrative head of the school singe 1967 and had had

regular contact with most of the families as individual needs in-

b

dicated, Crisis intervention continued to be paramount. It is
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clear that Inadequate welfare asslutance, non=-existent lower
rental llvable housing, police=poverty population ingeractiﬂn,
and inter-black conflict arce fundamental to the entire reality
functioning capacities of all the families. To cite a few spe-
cific daily coping concerns: no welfare budget for children's
winter clothing was allocated in an inflation-~battered grant;
only ten upits of a newly~-constructed 250 apartment neighborhood
project were allotted to low-income families ("and we will con-
sider only those with good references"); parents were questioned
by police to determine children's possible involvement 1in area
killings, holdups, purse-snatching, fife-bambingg,‘break—ins;
gangs impinged increasingly on younger children, Especially
heard was the increasing ambilvalence about black miiitants and
conflict as to the blaceck factlon with whiech they could or wanted
to identify. A Black Parents' Group emerged from the middle=-
class parent body at the school during the year in an effort to
scek possible funding in the black community for the dying Head-
start program; the participation of the Headstart parents was
solicited by this group with minimal response.

However inadequate or disappointing the social work concrete
results appear, one fact stands out clearly: the Headstart chil-
dren came to school regularly, and parents were strongly identi-

fied with Ancona as the school which their child or children at-

tended and where they wished them tcrcdﬂtinue to attend. From
social workers' observation, teachers continued to be very highly

motivated with the children concerned about theilr learning, emo=-

L]

tional, and psychological needs, contacting parents when children
. 2

did not attend school, and offering concrete assistance (not
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financlial) on a voluntary basis. The children were truly inté-
grated into the classes with children they had known for several
years, | |

The most concrete possible demonstration of parents' wisﬁ

for children to attend Ancona is that for the first year, it was

not necessary to pursue parents for re-registration for the fol-
lowing year: every child but one (who was about to move from
the area) was re-registered for the 1970-71 school year, even
though thé entire parent body and staff was aware that Headstart
funding would be terminating. 1In addition, ten unsolicited
Headstart applications were received from new neighborhood pa-
rentgs., The board of directors of the school voted at its July,
1970, meeting to assume funding responsibility for Headstart
children at the same dollar amount granted by OEO for tuition

in 1969-70.

At this writing, thirty-nine Headstart children are regis-
tered for the 1970~71 school year, sixteen at the elementary
level, twenty-three in the ﬁfescha51; The tuition dollar amount,
at increased school fees, 1s approxinmately $30,000 which the
board of directors hopes to fund through its direct efforts.

This major commitment reflects the détermination of this parent=-
owned school to continue as a community=based institution includ-
ing representatives of all sa;ic-accnamicﬁgrcups in the area.,
Philosophically, the school has rejected the-idea of any continued
funding through local Headstart and Follow-Through sources be- |
cause of the requirement of having 807 disadvantaged population

in one classroom: the children will remain fully integrated
¥

throughout the entire school.
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With the completion of the research and demonstratlon pro-
gram, formal testing, observatlion, and follow-up of ﬁ%e chiildren
will be ended. However, five yecars of Headsta;t programming at
Ancona has firmly estéblished a climate of intereSt, gcmmitmegt,
and earnest involvement in the program. Enrollment will continue
as an Agcagéifunded program (or deficit) in 1970=71., The direc~
tor of the school has resigned to assume another position but
will remain social work comnsultant for the school on a voluntary
basls; contact with the families will be continued by the teach~-
ers with the soclal vorker participating as need arises. Hope=
fully, some effort will be made by the staff to éantinug follow-
up,

Communication from all teachers, office staff, and many
middle-class parents indicates that however adequate a gfowth ex=
perience Headstart may have been for the children and families in
the program, everyone elsa-participating has testified to experi~-
encing exciting pfaféssianal and/or personal grawthiv The report
of the last year of the program must emphasize, underline, and
proclaim the repeated first hand canfrantatiaﬁ with the uncom=-
promising and unremitting evidence: all goals for which all com-
pensatory educational programs have striven can be achieved only
1f families have a guaranteed cash income and services adequate
to meet the legitimate human needs based on maximizing dignity

and opportunity for all individuals in our soclety,.
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